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Teacher leadership, social justice, and self-efficacy are fundamental educational 
constructs that if collectively applied may facilitate the continuous development of 
pedagogical practices that bring forth academic equity and success to all students. 
Currently, the collective application of these constructs is critical because of the increase 
in diversity across socio-economic and ethnic groups among students and teachers in our 
educational systems. Thus, exemplary and socially just educational practices that can 
effectively meet the academic and professional needs of all are paramount in our 
educational communities. This empirical investigation assesses how mentor teachers can 
actively participate as pioneers for educational improvement, through their professional 
commitment as teacher leaders who are socially just and highly efficacious. The purpose 
of this study was to examine the attributes and the perceptions of teacher leadership, 
social justice, and self-efficacy that existed among five mentor teachers as they mentored 
and supported novice in-service teachers. The study used descriptive and embedded 
multiple case study analyses to empirically assess the strengths and areas of improvement 
needed among the mentor teachers related to the three constructs (teacher leadership, 
social justice, and self-efficacy). The findings revealed that mentor teachers areas of 
strength appeared to be in the teacher leadership and self-efficacy constructs, and their 
area of improvement needed appeared to be related to the social justice construct. 
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Further, the number of years in teaching experience was not necessarily associated with 
mentor teachers’ perceptions of their effectiveness in teacher leadership, social justice 
and self-efficacy. This study contributes to educational research with implications that 
social justice is a vital educational construct in which all educators should demonstrate 
competence while they serve as agents of socialization in educational contexts. 
Altogether, teacher leadership, social justice, and self-efficacy are important educational 
constructs that if successfully applied in our educational communities, have the potential 
to generate exemplary pedagogical practices among mentor teachers and classroom 
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Chapter 1: Introduction 
Background of the Problem 
  
Teacher leadership, social justice, and self-efficacy have received increased 
attention in the past few years particularly within the educational sector (Adams, Bell, & 
Griffin, 2007; Grary & Bishop, 2009; York-Barr & Duke, 2004). The increased attention 
is a result of recurring problems including teacher attrition and lack of effective 
pedagogical strategies to effectively address the academic needs of students from diverse 
cultural and economic backgrounds (National Center for Educational Statistics [NCES], 
2010; National Council on Teaching and America’s Future [NCTAF], 2008). These 
problems have a critical direct effect on student academic achievement. In our current 
economy, academic success is a salient factor because students are expected to graduate 
with high intellectual, social, practical skills and high moral ethics in order to be able to 
attain economic sustainability and become productive citizens in their own communities. 
Schools are the contexts where students learn and attain intellectual knowledge and 
essential life skills. However, not all schools are able to effectively prepare students for 
their future careers because of high teacher attrition, ineffective pedagogical practices, 
and lack of social justice and cultural competence to address the myriad of students’ 
academic needs.  
 Policy makers and educational organizations have attempted to solve these 
problems. However, these problems continue to re-occur, probably because teachers—the 
agents of socialization in academic contexts are not involved in the resolution process 
(Bangs & Frost, 2012). Actively involving exemplary veteran teachers in the solution 
process, means providing them the opportunities to be leaders as they can identify the 
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recurring problems. Especially since they have persevered and understand the solutions 
that can work and those that may not. On this account, teacher leadership, social justice, 
and self-efficacy should be integrated in all school systems particularly within 
professional development training, educational curriculums and parental involvement 
initiatives as these elements have the potential to bring forth meaningful resolutions. 
Further, the conditions in our schools could improve because there is a vital focus on (a) 
educational improvement, (b) student and teacher competence, (c) academic equity, and 
(d) active participation in students’ learning process amid students, teachers, 
administrators, and parents.  
One way to integrate teacher leadership, social justice, and self-efficacy in the 
school systems is through mentor teacher leaders. Mentor teacher leaders have the 
capacity to make a positive contribution in the educational sector as they mentor novice 
in-service teachers. The primary goal of mentoring is to enhance student academic 
performance by training teachers to be effective agents of socialization in school systems. 
Mentoring in-service teachers involves collaboration with different school districts and 
administrators (Achinstein & Athanases, 2006). It also involves teaching teachers how to 
engage students and parents in the learning process. On this account, mentor teachers 
require support and advice in developing teacher leadership skills that promote social 
justice in academic contexts and an explicit understanding of how their level of self-
efficacy influences their pedagogical practices as they mentor in-service teachers. This 
knowledge is important for mentor teacher leaders because through their mentoring they 
assist in decreasing teacher attrition among early career teachers, they can transform 
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curriculum to ensure all students succeed, and facilitate the creation of a positive working 
relationship among parents, students and teachers (Smith & Ingersoll, 2004). 
Purpose 
Teacher leadership has been identified as a catalyst to educational improvement, 
because teachers play a critical role and have invaluable knowledge to offer in the daily 
operations of schools and the fundamental functions of teaching and learning (Grary & 
Bishop, 2009; York-Barr & Duke, 2004). This study proposes to bring new knowledge to 
the field of teacher leadership, by examining how mentor teacher leadership attributes, 
social justice characteristics and level of self-efficacy contribute to effective mentor 
teacher leaders. The purpose of the current study is to examine the type of teacher 
leadership attributes, social justice characteristics, and level of self-efficacy that exist 
among mentor teachers as they support novice in-service teachers. Another purpose is to 
understand the strengths and areas of improvement among mentor teachers in order to 
determine how the study’s outcomes may be used to enhance the teacher leadership 
competence of mentor teachers so that they can effectively mentor novice in-service 
teachers to be exemplary effective teacher leaders who value and continuously improve 
student academic performance. 
Research Questions 
1.) What are the teacher leadership characteristics of mentor teachers as they mentor 
in-service teachers? 
2.) What are the social justice attributes that mentor teachers demonstrate as they 
mentor in-service teachers? 
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3.) What are the mentor teachers’ levels of self-efficacy as they mentor in-service 
teachers? 
4.) How do mentor teachers compare on their teacher leadership characteristics, 
social justice attributes and level of self-efficacy? 
Significance of the Study 
Teacher leadership, social justice and self-efficacy are fundamental constructs that 
should be examined concurrently, because as multidimensional concepts they can help 
educators to ensure that (a) enhancing student academic performance is the most critical 
goal for educational improvement, (b) student diversity informs and transforms 
educational practices to be fair and just and (c) as students and teachers strive to maintain 
high self-efficacy beliefs, challenges are viewed as opportunities for academic and 
professional competence (Adams et al., 2007; Bandura, 1997; York-Barr & Duke, 2004). 
These three constructs are catalysts to positive educational reform. Further, they are 
critically needed in our current educational system because of the increase in diverse 
cultures, achievement and socio-economic gaps; calling for a moral and social 
pedagogical commitment to promote diversity in all academic sectors, fair and equal 
pedagogical practices, and processes, for all students and teachers (Evans, 2007).   
There is a dire need for teacher leaders who understand and practice social justice 
and have high self-efficacy beliefs so that they can be able to address the myriad of needs 
that students bring with them to academic contexts (Achinstein & Athanases, 2006; 
Greenfield, 2013). All students have the motivation and the abilities to be academically 
successful, but for some there are various factors including poverty, past negative school 
and home experiences, ethnic differences, cultural differences, and socioeconomic status 
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that affect their academic achievement (Noguera, Ayers, Ladson-Billings, & Stovall, 
2008). Teachers who are not leaders can address some of these factors, but they need 
leadership skill sets that are grounded on social justice and high self-efficacy beliefs in 
order to have the intrinsic motivation and visionary perspective to address all factors and 
to ensure that all students receive equal educational opportunities and are academically 
successful.  
Mentor teacher leaders are one of the few teacher leaders who have the 
opportunity to enhance the quality of education by mentoring early career in-service 
teachers (Achinstein & Athanases, 2006). As teachers, mentors have opportunities to 
enhance the quality of education in their assigned or self-contained classroom contexts. 
However, as mentor teacher leaders they can enhance the quality of education for the 
entire school system as they work with 10 to 15 in-service teachers, and in-return the in-
service teachers use the knowledge acquired from their mentor teachers to effectively 
meet the academic needs of their students (Achinstein, & Athanases, 2006).  
On this account, it is important to understand the type of teacher leadership and 
social justice attributes, and level of teacher self-efficacy of mentor teachers because they 
are often the pioneers to educational improvement. Due to their invaluable teacher 
educational knowledge, they have the ability to identify the strengths and areas of 
improvement that exist in the educational system as they work with their mentees, which 
are important to understand and apply in the daily operations of schools and the 
fundamental functions of teaching and learning (Grary & Bishop, 2009; York-Barr & 
Duke, 2004). With this perspective, this study seeks to bring new knowledge in the field 
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of teacher leadership, by examining how leadership and social justice characteristics and 
level of self-efficacy contribute to effective mentor teacher leaders.  
Limitations of the Study 
The study has the following limitations: 
1. The study’s sample size was small (N = 5). Thus, the researcher was not able to 
test for significant mean differences across the three constructs—teacher 
leadership, social justice and self-efficacy. Instead, the study used Hedge’s g 
effect size to examine the meaningfulness of the mean differences across the three 
constructs. Further, the small sample size limited the researcher in examining 
ethnic differences between African American and Caucasian mentor teachers 
across the three constructs.  
2. The study’s participants were female. Therefore the study could not examine 
gender differences across the three constructs (teacher leadership, social justice 
and self-efficacy). 
3.  There appeared to be scarcity of research on mentor teachers’ self-efficacy 
beliefs. Thus, there was no prior work to support or refute the study’s findings on 
mentor teachers’ self-efficacy beliefs.  
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Chapter 2: Literature Review 
Theoretical Framework: Self-efficacy Theory 
Self-efficacy as a Construct 
Self-efficacy theory was developed by Albert Bandura in 1977.  Self-efficacy 
theory primarily focuses on self-efficacy beliefs and how these beliefs influence our 
behaviors and abilities to carry out tasks in various contexts.  Self-efficacy is evaluations 
that one has about his or her abilities to learn or carry out a specific task successfully at a 
designated level (Bandura, 1977).  Bandura (1977, 1997) argues that self-efficacy should 
be understood and measured as a multidimensional construct because it differs based on 
the domain (academic, social, personal) and also on the environment (work, school, 
home).  For instance, if a researcher seeks to understand a student’s level of self-efficacy 
in Spanish, he should assess the students’ self-efficacy in Spanish rather than general 
academic self-efficacy.  Further, as individuals function individually and collectively, 
self-efficacy is a personal and a social construct (Schunk & Pajares, 2007).  As a social 
construct, this means that groups of individuals have their own self-efficacy referred to as 
collective efficacy.  Collective efficacy is a group’s ability to successfully attain goals 
and accomplish tasks (Schunk & Pajares, 2007). This paper will only focus on self-
efficacy beliefs. 
Misconception of Self-efficacy Beliefs 
Self-efficacy is different from other constructs such as self-esteem or self-concept 
(Goddard, Hoy, & Woolfolk Hoy, 2004).  Self-esteem is an individual’s affective 
evaluation of his or her sense of self-worth or personal value (Goddard et al., 2004).  
Self-concept refers to how individuals perceive themselves based on their physical, 
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cognitive, and socio-emotional attributes.  Self-concept is developed through experiences 
in the environment and influenced by evaluations from significant others (Shavelson & 
Bolus, 1982).  Self-efficacy is different from both self-esteem and self-concept because 
individuals evaluate their abilities to perform a particular task rather than their inborn 
attributes about the self.  In addition, self-efficacy beliefs should not be understood as 
congruent to outcome expectations—as these are individuals’ evaluations of the 
consequences that their behavior will generate (Bandura, 1997).  Self-efficacy beliefs 
help facilitate the outcome one hopes for (Bandura, 1997).  
Sources of Self-efficacy 
Individuals form their self-efficacy beliefs by interpreting information from four 
sources of self-efficacy: (1) mastery experience, (2) vicarious experience, (3) social 
persuasion and verbal judgments, and (4) physiological responses (Bandura, 1997).  
These sources of self-efficacy can either decrease or increase one’s level of self-efficacy.  
Mastery experience is the most dominant source of self-efficacy (Bandura, 1997).  
Mastery experience is developed as individuals execute different tasks, interpret the 
outcomes of completing the task in relation to their capabilities, and use this 
interpretation as their perception of their capabilities in that task (Bandura, 1997).  The 
perception of their capabilities forms their level of self-efficacy belief in completing 
future similar tasks (Bandura, 1997).  Successful outcomes result in an increase in self-
efficacy beliefs whereas failure reduces self-efficacy beliefs for that task.  Nonetheless, 
the manner in which a person attributes their success is crucial in developing high self-
efficacy beliefs. If an individual attributes his success to internal causes such as effort, 
hard work or their innate abilities, self-efficacy increases (Bandura, 1997).  On the other 
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hand, if a person attributes his success to luck, or another external factor, his level of self-
efficacy may not increase (Bandura, 1997).  Overall, a strong mastery experience requires 
a person to have successful outcomes and also have overcome their failures so that the 
person has persistence in enduring the completion of difficult tasks in the future 
(Bandura, 1998).  
Vicarious experience is when an individual learns a skill by observing someone 
else (i.e., model) whom he or she can identify with in terms of attributes, and how the 
individual successfully carries out a task (Bandura, 1997).  If the individual can relate 
with the model carrying out the task, and the model successfully carries out the task, the 
individual’s level of self-efficacy for that task is enhanced (Bandura, 1997).  Contrarily, 
if the model fails to accomplish the task, the individual’s level of self-efficacy for that 
task decreases (Bandura, 1997).  Vicarious experience has a weaker impact on an 
individual’s level of self-efficacy as compared to mastery experience (Bandura, 1997).  
Social persuasion and verbal judgments that individuals receive from others, 
particularly significant others can influence an individual’s level of self-efficacy. Social 
persuasions and verbal judgments that are positive and constructive can enhance one’s 
level of self-efficacy whereas negative social persuasions and verbal judgments can 
decrease one’s level of self-efficacy (Bandura, 1997).  Effective and positive social 
persuasions remove the self-doubts one may have about their expertise in completing a 
specific task, but also the person offering the persuasion should be trustworthy to the 
individual who seeks to accomplish the specific task (Bandura, 1986).  
Psychological responses including anxiety, stress, arousal and mood states also 
influence an individual’s level of self-efficacy (Bandura, 1997).  Individuals assess their 
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confidence in completing a particular task based on the psychological responses in 
reference to the task (Bandura, 1997).  If individuals experience positive emotions such 
as joy, enthusiasm or about their capabilities in completing the task, they are able to 
complete the task successfully and also develop high self-efficacy beliefs (Bandura, 
1997).  Conversely, if individuals experience negative emotions such as fear or anxiety 
about their capabilities in executing a task they develop low self-efficacy beliefs and are 
afraid to complete the task (Bandura, 1997). 
Self-efficacy and Reciprocal Determinism 
 Self-efficacy is one of the personal factors in Bandura’s reciprocal determinism 
model that can have an impact on the individual’s behavior and the manner he or she 
interacts with the environment.  Bandura’s reciprocal determinism model is grounded in 
social cognitive theory, which describes human functioning as the product of the 
interaction of personal, behavioral, and environmental factors (Bandura, 1986).  
Nonetheless, the way individuals interpret their own behavior impacts their environment 
and personal factors which in turn influence and change the behavior (Bandura, 1986).  
This triadic interaction that is also reciprocal resulted in Bandura creating the concept 
reciprocal determinism in 1986.  Reciprocal determinism is the triadic interaction of (a) 
personal factors in the form of cognition, emotional wellbeing and biological events, (b) 
behavior, and (c) environmental factors (Bandura, 1986).  Self-efficacy is associated to 
reciprocal determinism because it is a personal factor that influences an individual’s 
behavior and the way she interacts with the environment as she accomplishes a goal or 
completes a task. For instance, a student with high self-efficacy beliefs in math is likely 
to rely on her mastery experience in solving future mathematical problems and likely to 
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be successful in the classroom environment when solving mathematical problems. The 
student’s high self-efficacy beliefs are also likely to help the student endure any negative 
feedback from peers or teachers in the classroom contexts.  
Teacher Self-efficacy Beliefs 
 There appears to be a dearth in research on mentor teachers’ self-efficacy beliefs. 
This section will focus on teacher self-efficacy beliefs as mentors do serve as teachers to 
their mentees. However, there is need for future research to address mentor teachers’ self-
efficacy beliefs because their self-efficacy may be different from regular teachers as they 
assume different leadership roles while supporting their mentees. 
 Teacher self-efficacy beliefs are teachers’ judgments of their perceived 
capabilities to achieve fundamental instructional goals even among amotivated students 
(Tschannen-Moran & Woolfolk Hoy, 2001).  Teacher self-efficacy is also developed 
from the four sources of self-efficacy—mastery experience, vicarious experience (i.e., 
observation of other teachers), social persuasion, and psychological responses (Bandura, 
1997).  Teacher self-efficacy varies based on the type of instructional situation or the type 
of students (e.g., regular English speaking students, bilingual students, special education 
students, elementary, middle school, high school, undergraduate, and graduate students) 
that the teacher instructs (Ross, Cousins, & Gadalla, 1996).  
With increase in technology use in different instructional situations, teachers’ 
level of self-efficacy will differ.  Research suggests that teachers’ level of self-efficacy 
will influence their ability to use technology effectively to enhance teaching and learning 
(Albion, 2001). Teachers with high levels of self-efficacy towards the use of technology 
for educational purposes use varied instructional technology tools to create interesting 
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educational lessons, which in turn engage students in the learning process (Eyyam, 
Menevis, & Dogruer, 2010). Conversely, teachers with low levels of self-efficacy 
towards the use of technology for pedagogical purposes are not able to effectively apply 
technology to enhance their instructional practices or engage students in the learning 
process (Varol, 2014). 
With this line of reasoning, it would be interesting to understand the variation in 
teacher self-efficacy beliefs among mentor teacher leaders because they work in different 
types of instructional situations with their mentees and mentor teachers who teach 
different grade levels in different school contexts (rural, sub-urban, and urban). Thus, 
future research should examine the variation in mentor teacher leaders teacher self-
efficacy beliefs based on their instructional situation and the pedagogical demographics 
of their mentees.  
Gibson and Dembo (1984) differentiated between two types of teacher self-
efficacy beliefs including generalized teacher self-efficacy and teacher self-efficacy for 
teaching.  Generalized teacher self-efficacy beliefs are teachers’ expectations that their 
teaching can have an impact on student learning (Goddard et al., 2004).  On the other 
hand, personal teacher self-efficacy is teachers’ beliefs that they have the abilities to 
enhance student academic learning (Goddard et al., 2004). Tschannen-Moran and 
Woolfolk Hoy (2001) have categorized teacher self-efficacy to three groups based on the 
roles of teachers in the classroom including (a) teacher self-efficacy for instructional 
strategies, (b) teacher self-efficacy for classroom management, and (c) teacher self-
efficacy for student engagement. Teacher self-efficacy for instructional strategies refers 
to a teacher’s confidence in his or her abilities to develop and apply activities, tasks and 
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assessment that can enhance student competence (Tschannen-Moran & Woolfolk Hoy, 
2001).  Teacher self-efficacy for classroom management is a teacher’s beliefs that he or 
she can maintain a disciplined, constructive, and positive learning environment 
(Tschannen-Moran & Woolfolk Hoy, 2001).  Teacher self-efficacy for student 
engagement is a teacher’s belief that he or she can engage students in classroom tasks and 
increase their academic motivation (Tschannen-Moran & Woolfolk Hoy, 2001). 
 In the past, researchers have referred to teachers’ self-efficacy beliefs or teachers’ 
sense of efficacy as “teacher efficacy” to shorten the phrase. Although the shortened 
version “teacher efficacy” could be applicable, Goddard et al. (2004) advise that 
researchers should refrain from using the shortened version because it could mislead 
readers and other researchers from different fields to assume that teacher efficacy is the 
same as teacher effectiveness.  Teacher effectiveness is a teacher’s ability to enhance 
students’ academic performance in academic courses and national standardized exams.  
Teachers are considered to be effective if their students have high grades and perform 
well in standardized exams.  On this account, researchers have been advised to use the 
term teacher self-efficacy beliefs when describing teachers’ perceptions of their self-
efficacy beliefs (Goddard et al., 2004).   
Leadership 
 Leadership is the ability and motivation to direct a group towards a mutual goal 
that would not have been accomplished without the presence of a leader (Graham, 1997). 
Leadership is carrying out the right tasks or goals in the right manner. The most 
important goal of leadership is improvement. For the purposes of this study, the goal of 
leadership will be educational improvement. Leadership is fundamental for motivating 
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collective groups towards the accomplishment of the organization’s strategic goals, 
mission and vision; it is also salient for organizational adaptation and performance 
(Antonakis & House, 2014). This study will define leadership as a form of learning, so 
that it can be positioned within the setting of teaching and learning (Lambert, 2003). 
From this perspective, leadership forms a union among teaching, learning and leading. 
This new understanding of leadership forms the foundation of teacher leadership 
(Lambert, 2003).  
Different Types of Leadership 
There are different types of leadership including: distributive, constructive, 
transactional, transformative, and servant leadership. These different leadership styles 
may be exhibited by teachers in the classroom context or with other teaching 
professionals.  This section will briefly describe each type of leadership and then focus 
on teacher leadership, particularly the type of leadership carried out by mentor teachers. 
Distributive leadership. Bennet, Wise, Woods, and Harvey (2003) define 
distributive leadership as “not something ‘done’ by an individual ‘to’ others, or a set of 
individual actions through which people contribute to a group or organization; …rather it 
is a group activity that works through and within relationships, rather than individual 
action” (p. 3). The distributive leadership perspective focuses on leadership practice and 
how leadership impacts organizational and instructional improvement (Spillane, 2006). 
Further, distributive leadership recognizes the work of all individuals who contribute to 
leadership practice, whether or not they are formally titled or defined as leaders (Harris & 
Spillane, 2006). Distributive leadership enhances the pedagogical environment so that 
teachers have opportunities to lead, contribute to knowledge capacity and to have 
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influence, within their classrooms, schools and communities and more widely through 
collective action (Frost, 2011). 
Instructional leadership. Instructional leadership is leading learning 
communities. In these communities educators collaborate to solve educational problems, 
self-reflect on their professional growth and they are accountable for student academic 
performance (National Association of Elementary School Principals, 2001). Instructional 
leadership is also a critical evaluation of classroom interaction to achieve social justice 
(Smyth, 1997). Instructional leadership involves setting goals and taking practical steps 
to enhance student competence (Flath, 1989). An instructional leader prioritizes the 
quality of instruction as the most important mission and works to bring the mission to 
reality (Jenkins, 2009). Further, learning for both students and teachers is a critical 
priority and every other educational endeavor evolves around enhancement of learning 
(Jenkins, 2009). 
Constructive leadership. Constructive leadership is defined as interdependent 
processes that enable participants in an educational context to develop meanings that 
result in a communal purpose of education (Lambert, Collay, Dietz, Kent, & Richert, 
1996). Constructive leadership views learning and leading as interdependent as these 
concepts emerge from our comprehension of what it is to be human (Lambert, 2003). To 
be human is to actively engage in the learning process, which generates the abilities to 
develop meaning and knowledge about the world that empower us to act purposefully 
(Lambert, 2003).  
Transactional leadership. Transactional leadership accentuates on the task-
related interchange of actions and rewards between followers or employees and leaders 
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(Tyseen, Wald, & Spieth, 2014). Further, it focuses on employee and organization 
performance. A transactional leader motivates employees or collective group by 
providing rewards for effective job performance. Transactional leadership has three 
components: (1) Contingent reward (provides employees rewards based on their effective 
and efficient performance on professional tasks); (2) active management by exception 
(refers to a leader who attentively supervises employees, identifying errors and pursues 
corrective action); and (3) passive management by exception (refers to a leader who 
evaluates an employees work performance only when a mistake occurs) (Bass & Riggio, 
2006).  
Parallel leadership. Parallel leadership encourages collaboration between teacher 
leaders and administrator leaders, in turn activating and maintaining the knowledge-
generating competence of educational institutions (Crowther, Kaagen, Ferguson, & Hann, 
2002). It is also a gradual professional growth process where teacher leaders and their 
principals participate in collective action for educational improvement (Crowther et al., 
2002). Parallel leadership values mutual respect, shared purpose, and opportunity for 
individual expression (Crowther et al., 2002). 
Transformative leadership. Transformational leadership seeks to achieve goals 
for the best interests of the organization (Avolio & Bass, 2004).  There are four 
components of transformational leadership style: (1) Idealized influence (behavior that 
transforms leaders into role models for their personnel, assists leader to develop vision 
for organizations and to adhere to ethical principles, encourages leaders to support 
employees particularly as they perform tasks under uncertain conditions) (Nemaninch & 
Keller, 2007); (2) Intellectual stimulation (behavior that motivates employees to 
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analytically solve problems and refrain from traditional methods to solve problems) 
(Biransnav, 2014); (3) Inspirational motivation (is behavior that encourages and supports 
leaders to use strategies to motivate and inspire employees to accomplish overall goals of 
the organization) (Bass & Riggio, 2006); and (4) Individual consideration (transforms a 
leader into mentor or coach for his or her employees and treats employees fairly and 
justly ensuring employees receive equal opportunities) (Biransnav, 2014).  
Transformational leaders transform an organization by (a) identifying the need for 
change, (b) develop new visions, (c) direct the groups’ commitment to this vision and (d) 
provide recognition of the organization’s vision and goals (Den Hartog Van Muijen & 
Koopman, 1997). Transformational leaders demonstrate behaviors that can improve 
employees’ level of innovative thought processes, which in turn enhance employee and 
organizational performance (Colbert, Kristof-Brown, Bradley, & Barrick, 2008).  Within 
educational contexts, transformational leadership empowers teachers to be interdependent 
leaders who collectively seek to enhance the quality of education (Demir, 2008).  
Servant leadership. Servant leadership primarily focuses on the concept of 
service; the leader is the servant first who puts the needs of the followers and the 
community first to achieve the greater good in society (Greenleaf, 1977; Liden, Wayne, 
Zhao, & Henderson, 2008). Servant leadership is similar to transformative leadership 
because leaders put their self-interests aside to enhance the welfare of the community. On 
the other hand servant leadership is different from transformative leadership because 
whereas transformative leadership put the needs of the organization first, servant 





Definition of teacher leaders. Teacher leaders are individuals whose visions of 
making a positive difference in the lives of students and teachers are realistic. Teacher 
leaders exhibit the following behaviors or characteristics: learning orientation, high self-
efficacy beliefs, self-reflection on pedagogical practices, and engaging in professional 
development activities to continually improve their instructional skills and professional 
knowledge. They also empower their colleagues to participate in educational 
improvement and they have moral courage to stand up for social justice and equity in 
academic contexts (Lambert, 2003; York-Barr & Duke, 2004). Teacher leaders also have 
the following characteristics that fall into six categories: beliefs, teaching expertise, 
coaching skills, relationship skills, content expertise and leadership skills (Killion & 
Harrison, 2006). These characteristics may be defined as follows: a) Beliefs—believes 
everyone is important and has a role to play in society, believes others have the abilities 
to grow and develop, has high self-efficacy beliefs and high moral ethics; (b) Teaching 
expertise—high instructional expertise, strong classroom management and 
organizational planning, self-reflection on pedagogical practices; (c) Coaching skills—
good listening and communication skills, identifies and addresses the needs of teachers 
and students, provides sufficient support to meet the needs of teachers and students; (d) 
Relationship skills—works collaboratively with teachers, parents and administrators and 
develops trusting relationships; (e) Content expertise—uses research and theory to 
support pedagogical decisions; and (f) Leadership skills—recognizes and applies 
knowledge to bring about change in order to preserve a prolific culture, uses data driven 
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decisions, and ensures that pedagogical practices align with the mission and vision of the 
school (Killion & Harrison, 2006). 
History of teacher leadership. Teacher leadership has been in the educational 
field for the past 20 years (York-Barr & Duke, 2004). The current focus on teacher 
leadership has its foundation in the education reform initiatives of the 1980s (York-Barr 
& Duke, 2004). The views of teacher leadership are intertwined within discussions of 
teacher professionalism (Little, 1988). Teacher professionalism evolved from concerns 
regarding (a) the status and well-being of teaching as a career option, (b) how the 
economy highly depended on highly qualified teachers that could produce competent 
students to the future workforce, and (c) how the isolated field of teaching limited teacher 
personal and professional growth (Sykes, 1990; Talbert & McLaughlin, 1994). To resolve 
these concerns various initiatives were created to increase teacher retention, provide 
opportunities for professional development, and increase teacher participation in school 
decision making regarding classroom and school organizational matters (York-Barr & 
Duke, 2004). Since the 1980s, substantial investments have been made in educational 
initiatives to enhance the quality of teachers and the conditions of the teaching profession 
(York-Barr & Duke, 2004). All of the initiatives have had one key goal, the need to 
involve more teachers in leadership and educational improvement (York-Barr & Duke, 
2004). 
The main tenet of teacher leadership aligns with philosophies of individual 
empowerment and concepts of management that have existed in the history of the United 
States (Clark, Hong, & Schoeppach, 1996). The concept of teacher leadership highlights 
that teachers play a significant role in the daily operation of schools and in the main 
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functions of teaching and learning (York-Barr & Duke, 2004). In other words teacher 
leadership does not seek to identify who is and who is not a teacher leader, but rather 
each teacher has the potential to be a teacher leader; the challenge is to create an 
educational context that calls forth leadership from all teachers (Lambert, 2003).  
Teacher leadership is not a new concept; what is new is the acknowledgment of 
expanded teacher leadership roles both formal and informal, and how these roles can 
contribute to educational improvement (Smylie & Denny, 1990).  According to Silva, 
Gimbert, and Nolan (2000) the roles of teacher leaders have evolved overtime. Silva et al. 
have described this evolution in three waves. In the first wave, teachers served as leaders 
in formal roles. These formal roles included department chairs, union representatives, 
managers and other roles. The main purpose while serving in formal roles was to enhance 
the efficiency of school operations (Silva et al., 2000). The second wave of teacher 
leadership focused on instructional expertise of teachers by assigning teachers to roles as 
curriculum leaders, staff developers, and mentors of early career teachers (Silva et al., 
2000). The third wave acknowledged teachers as a significant part of the process of 
reforming schools so that the instructional expertise of teachers (in second wave) can be 
recognized. This third wave focused on increased understanding that would enhance the 
quality of pedagogical practices, which necessitates an organized school culture that 
supports collaboration and continuous learning and acknowledges teachers as principal 
inventors and re-inventors of school culture (Silva et al., 2000). 
The history of teacher leadership has provided a framework for teacher leadership 
and also provided us with a direction for our next steps. That is, create contexts that will 
foster teacher leadership for all teachers, so that each teacher has an equal opportunity to 
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participate in the learning process as both a teacher and a leader. The succeeding section 
focuses on the types of contexts that foster teacher leadership. 
Contexts that foster teacher leadership. Contexts that foster teacher leadership 
primarily focus on teaching and learning (Katzenmyere & Moller, 2001). These contexts 
include and embrace positive interpersonal relationships among teachers, colleagues, 
principals and administrative personnel (York-Barr & Duke, 2004). Within these 
contexts, teachers are appreciated and esteemed (Danielson, 2006), whereas principals 
promote collaboration and support (York-Barr & Duke, 2004), and motivate teachers to 
take initiative (Katzenmyere & Moller, 2001). Essentially a context that fosters teacher 
leadership involves paradigm shifts that may include transitioning from isolation to 
collaboration, from privatization of practice to open sharing of practice (York-Barr & 
Duke, 2004). 
Roles of teacher leaders. The ultimate goal of teacher leaders is to enhance 
student academic achievement. In this view, their role as teacher leaders includes the 
following: (a) help schools transition to be learning communities that prepare students to 
be active participants in society; (b) positively influence the organizational practices of 
schools to ensure resources are distributed equally; and (c) provide all students a variety 
of opportunities to learn and participate in their schools (Lieberman & Miller, 2005). 
Other roles of teacher leaders include resource provider, instructional specialist, 
curriculum specialist, classroom supporter, mentor, school leader, data coach, catalyst for 
change, and learner (Harrison & Killion, 2007).  
Significance of teacher leadership. Teacher leadership is paramount to respond 
to the changes in government, civilian life, demographics (e.g., aging population, 
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increase in economic and achievement gap, increase in diverse ethnic groups), economy 
(e.g., decrease in need for manual workers increase in demand for knowledge workers) 
and changes in the world (e.g., economic changes influencing the change in family 
structures). The fundamental function of teacher leadership is to enhance student 
competence; contribute to school improvement; inspire excellence in all teaching 
practices; and empower stakeholders to participate in educational improvement (Childs-
Bowen, Moller, & Scrivner, 2000). Teacher leadership is particularly important among 
mentor teacher leaders because they are entrusted to effectively prepare early career 
teachers to be competent highly qualified teachers and also prepare veteran teachers to be 
mentor teachers. Further, mentor teacher leaders are key proponents in increasing teacher 
retention (Ingersoll & Kralik, 2004).  Despite this understanding, mentor teachers are 
rarely recognized as teacher leaders nor are they involved in educational change 
initiatives. In this view, the succeeding section explains why the study will focus on 
mentor teacher leadership.  
Mentor teacher leadership. Focusing on mentor teacher leadership is important. 
Mentors have the teaching, coaching, and leadership experience of making decisions and 
setting goals that benefit both teachers and students. Further, as teacher leaders, highly-
qualified mentors have the interpersonal skills to involve stakeholders in educational 
improvement and the creation of new mentor teacher leaders. Although mentor teacher 
leaders may face challenges as they—lead other mentors; develop programs; create an 
effective system of communication among mentors, teachers and administrators; and as 
they advocate for mentors and new teachers within complex educational systems 
(Athanases, Nichols, Metzinger, & Beuchamp, 2006); their position as leaders is 
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important. Primarily, because as they mentor other teachers and prepare veteran mentors 
to be teacher leaders, they evoke contexts that promote teacher leadership through 
collaboration, modeling effective instructional practices, using data driven decisions to 
enhance teaching practice, and promoting social justice (Killion & Harrison, 2006; York-
Barr & Duke, 2004).  
From this perspective, this study seeks to understand mentor teachers’ leadership 
characteristics as they mentor in-service teachers. Information from this study will 
provide an understanding of the type of teacher leadership skills that mentor teachers 
have. This understanding is important because the primary goal of teacher leadership is 
student academic performance. Thus, if mentor teachers have effective teacher leadership 
characteristics, we can imply through their mentorship to early career teachers there is 
potential for student competence to improve. On the other hand, if there are areas of 
improvement within their teacher leadership attributes, we can imply there is a need for 
mentor teachers’ professional development that focuses on teacher leadership 
development. 
Mentors 
Background on mentors. The term mentor evolves from a character in Homer’s 
Odyssey who educated and supported Telemachus during his father’s absence 
(Achinstein & Athanases, 2006). The mentor was an intelligent guide who invested in the 
personal development of the apprentice (Achinstein & Athanases, 2006). The mentor 
teacher who is a novice teacher’s guide or teacher, supports the mentee’s personal and 
professional development (Kim & Zabelina, 2011). Mentoring involves pairing a novice 
teacher with an expert veteran teacher who focuses on supporting the novice teacher’s 
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professional development (Achinstein & Athanases, 2006). Mentors require specific 
skills including interpersonal skills (Rippon & Martin, 2006) and the knowledge to teach 
novice teachers about teaching (Leatham & Peterson, 2010).  Mentoring is a fundamental 
strategy for many induction programs. Induction programs are primarily composed of 
three conceptual phases that include active participation of mentor teachers: Phase one 
takes place as an individual transitions from being a teacher education student to an in-
service teacher; phase two is a period of socialization to the norms and values of the 
teaching profession; phase three includes formal programs and comprehensive systems of 
support and professional development for teachers during the beginning years in the 
teaching profession (Feiman-Nemser, Schwille, Carver, & Yusko, 1999). During 
induction programs, mentors serve as coaches, guides, and supporters to early career 
teachers with the precise mission of retaining and developing high quality teachers 
(Smith & Ingersoll, 2004).  
Roles of mentors. Mentors should address the professional development needs of 
early career teachers by: observing teachers as they teach and provide constructive 
feedback for their instructional practices; setting professional goals aligned with 
standards of high quality teaching and subject matter knowledge, advocacy and technical 
support (Achinstein & Athanases, 2006). Mentors should also provide emotional support 
to mentees particularly during the clinical teaching practicum where teaching can be an 
emotional experience (Ligadu, 2012). As instructional leaders, mentors may (a) model 
lessons; (b) prepare curriculum and lesson plans with novice teachers; (c) provide 
coaching for subject matter knowledge; (d) collaboratively discuss and evaluate the 
progress of students with novice teachers; (e) identify any academic inequities in the 
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classroom and in the field of education; and (f) guide novice teachers in using a variety of 
instructional practices (Achinstein & Athanases, 2006). 
Social Justice 
 
Social justice seeks to challenge and change structural and systematic injustice in 
which particular groups are marginalized for less favorable treatment whereas others are 
privileged (Choules, 2007). Social justice is also the view that everyone deserves equal 
economic, political, educational and social rights and opportunities (National Association 
of Social Workers, 2012). Within education contexts, social justice is practiced and 
valued through: the commitment to act in socially just ways that are fair and equal to all, 
improving equity across multiple social identity groups (ethnicity/race, socioeconomic 
class, gender and academic ability), and challenging unjust educational systems so that 
students and teachers who have been traditionally marginalized are included as active 
participants of teaching, learning and educational improvement (Adams et al., 2007; 
Carlisle, Jackson, & George, 2006). On this account, social justice in educational 
contexts seeks to address academic equity concerns. 
 Academic equity concerns are primarily continuous patterns of disparities in 
educational opportunities and academic achievement among students (Achinstein & 
Athanases, 2006). The achievement gap in the United States is amidst academic 
differences among ethnic groups and socio-economic status. Academic equity takes place 
when the achievement gap is eliminated and the achievement of all students is raised 
(Achinstein & Athanases, 2006).  To eliminate the achievement gap, educators should 
use differentiated instructional strategies, so that all students have equal educational 
opportunities, in turn attaining educational success (Haycock, 2001). On the other hand, 
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educators should challenge unjust pedagogical practices so that schools can evolve to be 
positive learning contexts that prepare students to be productive intelligent citizens with 
the ability to resolve social problems at a local and global level (Hurtado, 2005).   
What are the Teacher Leadership Characteristics of Mentor Teachers as they 
 
 Mentor In-service Teachers? 
 
Leadership characteristics. Mentor teacher leaders who support novice in-
service teachers should have an explicit understanding of their mentoring program 
particularly how educational policies and instructional practices influence the success of 
their mentees (Achinstein & Athanases, 2006). This means mentor teachers should 
develop long-term goals beyond the scope of classroom teachers that focus on (a) 
knowledge of new teacher resources; (b) collaboration with professional colleagues who 
can demonstrate effective classroom strategies and curriculum; (c) awareness that 
successful mentoring depends on effective collaboration among site administrators, 
induction program leaders, novice teachers’ colleagues, and fellow mentors; and (d) as 
advocate for early career teachers, mentor teachers should have the knowledge of what to 
advocate for and the resources available to offer teachers (Achinstein & Athanases, 
2006). In particular, mentor teacher leaders should provide sufficient instructive 
resources to their mentees including journal articles, books, lesson or unit plans, 
assessment tools, understanding content standards, how different parts of the curriculum 
work together, particularly in developing lesson plans, and formative and summative 
assessments (Singh & Mahomed, 2013).  As novice teachers use different instructive 
resources, they generate a substantial amount of student data as a result of different 
instructional strategies, but they may not know how to use the student data well enough 
to drive their instructional goals, decisions and practices. With this perspective, as mentor 
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teacher leaders provide a variety of instructive resources, they should teach novice 
teachers how to analyze student data so that they can effectively use the findings to 
develop effective instructional strategies that enhance student achievement (Singh & 
Mahomed, 2013). 
One of the key components for successful mentor teacher leaders is effective oral 
and written communication skills. In order to develop effective communication skills, 
mentor teacher leaders should know and understand the mentoring language. Mentoring 
language includes skills such as active listening, paraphrasing, clarifying, and reflective 
questioning (Moir, Barlin, Gless, & Miles, 2009). These skills motivate mentor teacher 
leaders to understand the needs of their mentees so that they can offer constructive 
support and professional development that aligns with their mentees’ needs. In addition 
to these skills, mentor teacher leaders should learn and comprehend mentoring 
approaches grounded in the Instructive Collaborative Framework (ICF) (Moir et al., 
2009). ICF framework teaches mentor teacher leaders when to be: (a) instructive 
(providing wisdom, suggestions and ideas based on their pedagogical knowledge); (b) 
collaborative (mentor teachers and their mentees collaboratively develop solutions to 
emerging problems in the teaching profession), and (c) facilitative (asking critical 
thinking questions that propel novice teachers to self-reflect, make connections between 
theory and practice, and to be long-life learners) (Moir et al., 2009).  
As teacher leaders, mentors should self-reflect on their own practice and in return 
they become eloquent about learning, teaching, and modeling lifelong learning 
(Lieberman & Miller, 2005). They should find and design opportunities to lead and 
sustain professional networks of classroom practice (Lieberman & Miller, 2005). Further 
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as teacher leaders, mentors should understand that one size does not fit all in teaching. 
This means that they should teach their novice teachers to know and become aware of 
differentiated teaching strategies in order to address the needs of students from diverse 
ethnic and socio-economic backgrounds (Lieberman & Miller, 2005). From this 
viewpoint, if mentors promote collaborative decision making, socially just teaching and 
learning environments, and high quality teacher professional contexts they become 
transformational teacher leaders who are renovating the quality of teaching for the 
welfare of the students (Achinstein & Athanases, 2006).  
What are the Social Justice Attributes that Mentor Teachers Demonstrate as they 
 
 Mentor In-service Teachers? 
 
Mentor teachers who are culturally competent, understand diversity and equity 
issues, have knowledge of structural inequities within the global educational context, 
understand what social justice is and how it may affect learning (Achinstein & Athanases, 
2005). Understanding social justice includes theoretical and practical comprehension of 
how social justice affects teaching and learning, particularly how it enhances student 
academic achievement and teacher effectiveness (Nieto, 2004).  A socially just mentor 
teacher should teach their early career teachers to—understand their students’ native 
backgrounds and the school’s culture; how to teach content to students from diverse 
socioeconomic and ethnic backgrounds; and how to affirm diversity in their classrooms 
(Ladson-Billings, 2001).  
Although mentor teachers understand the theoretical and practical components of 
social justice, they may encounter challenges as they teach novice teachers how to be 
socially just educators (Achinstein & Athanases, 2005). Challenges arise because most 
early career teachers are monolingual which prevents some of them from understanding 
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students’ learning processes as they learn a new language in addition to their native 
tongue; they may lack experience in meeting the academic needs of diverse students; they 
may have negative assumptions of diverse students due to lack of cultural competence 
and background knowledge about the life realities of their students’ lives (Achinstein & 
Athanases, 2005; Greenfield 2013).  Some of these negative assumptions that some early 
career teachers associate with bilingual students include, the assumption that the students’ 
native families have limited English language skills and that students who are 
linguistically diverse may have learning disabilities (Greenfield, 2013). Other negative 
assumptions are associated with some teachers’ biases that students’ socio-economic 
backgrounds have an impact on their academic performance (Terry & Irvin, 2010). For 
instance, a teacher might assume that because a student is from a low-income background 
he has few educational resources such as books and may be at risk for poor academic 
performance (Terry & Irvin, 2010). However, this may not be the case, but rather other 
factors such as lack of caring culturally competent educators might adversely affect low-
income students’ academic performance (Lynn & Parker, 2006). 
Although previous research suggests that mentor teacher leaders are socially just, 
it is not clear how they address the challenges they encounter as they teach their mentees 
to be socially just. One way to address these challenges is for mentor teachers to develop 
high teacher self-efficacy beliefs.  High teacher self-efficacy beliefs develop as mentor 
teachers successfully find solutions in supporting their mentees to be socially just. In 
return, they may interpret the resolution process as their perception of their abilities to 
effectively teach their mentees to be socially just teachers (Bandura, 1997). This 
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resolution process transforms to be their mastery experience as mentor teacher leaders 
(Bandura, 1997).   
With this perspective, mentor teacher leaders require high self-efficacy beliefs so 
that they have the motivation to teach novice teachers, the value of understanding and 
applying social justice in their classroom curriculums. High self-efficacy beliefs will 
assist mentor teacher leaders in motivating their novice teachers to embrace and practice 
social justice within their classrooms and also to develop high self-efficacy beliefs. The 
succeeding section focuses on mentor teachers’ levels of self-efficacy as they mentor 
novice in-service teachers. 
What are the Mentor Teachers’ Levels of Self-efficacy as they Mentor Novice In-
service Teachers?  
 There appears to be limited research on mentor teachers’ levels of self-efficacy 
beliefs particularly as they mentor in-service teachers. However, there are research 
studies revealing how mentoring enhances novice teachers’ self-efficacy beliefs. Elliot, 
Isaac, and Chugani (2010) revealed that mentor teachers not only support and guide 
early-career teachers in enhancing their self-efficacy beliefs, but they also assist in 
teacher retention. In view of Elliot’s et al., (2010) study, mentor teachers require high 
self-efficacy beliefs in order to teach and support their mentees to be highly efficacious 
teachers. That is why it is important to understand mentor teachers’ level of self-efficacy, 
as it may vary based on their instructional situation or the type of students (e.g., regular 
English speaking students, bilingual students, special education students, elementary, 
middle school, high school, undergraduate and graduate students) that they are preparing 
their mentees to teach (Ross et al., 1996).   
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Another reason to understand mentor teachers’ level of self-efficacy is because 
mentoring requires specific skills including interpersonal skills (Rippon & Martin, 2006) 
and the knowledge to teach novice teachers about teaching (Leatham & Peterson, 2010).  
On this account, the level of mentor teachers’ self-efficacy beliefs may influence mentor 
teachers’ instructional behaviors which may in turn influence the mentoring environment. 
For instance, if a mentor teacher has high self-efficacy beliefs, she is willing to take on 
arduous mentoring tasks such as teaching novice teachers how to be socially just 
educators and persist in the face of challenges, whereas a mentor teacher with low self-
efficacy beliefs may not (Bandura, 1997). Most likely, mentors with high self-efficacy 
beliefs are likely to have mentees with high self-efficacy beliefs because of effective 
modeling of instructional approaches and vicarious learning experiences whereas mentors 
with low self-efficacy beliefs may not (Bandura, 1997). The different levels of mentor 
self-efficacy may create a high mastery-oriented mentoring environment or a low 
mastery-oriented learning environment. In this perspective, it is paramount to understand 
mentor teachers’ level of self-efficacy beliefs because they influence mentors’ teaching 
behavior, the mentoring environment and the mentees’ behavior and self-efficacy beliefs.    
The dearth in research suggests there is a dire need to understand and assess 
mentor teachers’ level of self-efficacy as they are entrusted to guide novice teachers to be 
effective teachers committed to the teaching profession. The scarcity in research also 
implies that there may be limited professional development programs for mentors that 
focus specifically on mentor teachers’ self-efficacy beliefs. Understanding mentor 
teachers’ level of self-efficacy is important because mentoring is an arduous task that 
requires persistence and high levels of self-efficacy beliefs, as mentors instruct teachers 
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how to teach effectively and address the needs of diverse learners. Findings from this 
study may fill the gap in research for mentor teachers’ levels self-efficacy beliefs and also 
provide future directions.  
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Chapter 3: Methodology 
Study Design  
Background. Case study is defined by identifying the object of study, which is 
the case (Merriam, 1998).  The case can be a person, community, policy or program. Yin 
(1994, 2014) describes a case study as an “empirical inquiry that investigates a 
contemporary phenomenon (i.e., case) within its real-life context, especially when the 
boundaries between phenomenon and context are not clearly evident” (p.13).  Yin (2014) 
has added a second part of the case study definition, because the case and context may 
not always be clearly differentiated in real-word situations. Therefore, the second part of 
the definition highlights the methodological attributes that become significant features of 
a case study. According to Yin, the case study is viewed as an inquiry that (1) addresses 
the distinctive situations where more variables of interest may emerge than data points, 
(2) relies on various sources of evidence, with data that requires to congregate in a 
triangulating manner, and (3) benefits from the previous development of theoretical plans 
to guide data collection and analysis. Case study design does not use specific methods for 
data collection or analysis as compared to some qualitative designs (Merriam, 1998). Any 
data collection or analysis method can be used in case study design; however, some 
methods are used more often than others (Merriam, 1998).  
Strengths and Weaknesses.  The following are strengths for case study research 
designs. First, case studies can be generalized to theoretical proposals, but not to 
populations (Yin, 2014). Second, case studies can provide invaluable insights to 
quantitative studies not provided by random controlled trials (RCTs) (Yin, 2014). That is, 
although RCTs can effectively address a research question, they cannot explain ‘how or 
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why’ a particular intervention worked or did not work (Shavelson & Towne, 2002). 
Third, case studies may be viewed as adjuncts to experiments rather than as alternatives 
(Cook & Payne, 2002). Fourth, case studies can use various sources of data and they can 
be used in quantitative and qualitative research designs (Yin, 2014). 
The following are weaknesses for case study research designs. First, case study 
research designs may be confused with case studies used in teaching (Yin, 2014). Case 
studies used in teaching may be changed to demonstrate a specific point effectively 
(Ellet, 2007). However, case study research reports all evidence fairly and does not alter 
data to highlight specific points. Second, it may be difficult to generalize from case study 
results, particularly from a single case. Third, case studies can be time consuming, 
particularly for an ethnographic research design. However, for some research designs that 
use efficient methods of data collection, case study design may not take a long time. 
Fourth, it is unclear how case studies compare to other research methods particularly 
methods that use randomized control trials (RCTs) or true experiments (Yin, 2014). 
Case study design can be used to analyze quantitative data in order to (1) explain 
the assumed casual associations that may be difficult to examine using quantitative 
analysis, (2) explain specific topics within a quantitative evaluation in a descriptive 
format, and (3) provide insight and understanding in quantitative data that may not be 
possible using only quantitative forms of statistical analysis (Yin, 2014). This study used 
case study design to provide in-depth analysis of quantitative data in order to effectively 
answer the study’s research questions. Three themes emerged, namely teacher leadership, 
social justice, and self-efficacy from the quantitative data. Although these themes will be 
analyzed quantitatively, there is a lack of statistical power due to the small sample size 
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 (N = 5), to use empirical statistical analysis such as multiple regression analysis. Thus, 
the researcher only used descriptive analysis, which will not provide in-depth analysis of 
the data across the three themes. Thus, a variation of case study design referred to as 
embedded case study analysis was used to analyze the survey responses of the 
participants used to address the research questions (Yin, 2014). Embedded case study 
analysis allows the use of various methods of data collection and analysis including using 
data collected in a quantitative format (Bortz & Doring, 1995). Embedded case study 
analysis was selected because the study used data that was collected in a quantitative 
format, but was analyzed in a case study format to provide an in-depth analysis of the 
study’s research questions (Yin, 2014).  
As the study consists of five cases (i.e., the five mentor teachers), embedded 
multiple case study analysis was used to conduct an in-depth analysis of the data. 
Embedded multiple case study consists of collecting and analyzing data from numerous 
cases and can be differentiated from the single case study that may have subunits or 
subcases embedded within (Merriam, 1998). For instance, for the present study within the 
five cases of mentor teachers, each case constituted of different information for the three 
constructs (teacher leadership, social justice and self-efficacy) for each of the five mentor 
teachers.  
Current study. This study used New Teacher Center (NTC), University of 
Memphis (2006) existing data. The study had received IRB approval prior to analyzing 
the existing data. Embedded multiple case study design and descriptive analyses were 
used to analyze the items from the 2006 New Teacher Center Induction and Mentoring 
Survey.  The researcher grouped the items into three scales in order to answer the 
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research questions. The scales included (1) teacher leadership, (2) social justice, and (3) 
self-efficacy.  Embedded multiple case study design and descriptive analyses are the 
appropriate forms of analyses, because the study explored the differences across the cases 
(i.e., the five mentor teachers) in order to predict similarities and differences in results 
across the three scales—teacher leadership, social justice, and self-efficacy (Yin, 2003).  
Further, these analyses revealed mentor teachers’ strengths and areas of improvement in 
teacher leadership, social justice, and self-efficacy.  
Data Source 
 The New Teacher Center (NTC) Induction Survey was the data source that 
included various questionnaires that offered descriptive data on mentor teachers’ 
experiences during the induction and mentoring programs. The NTC at the University of 
Memphis originally engaged the New Teacher Center, University of California at Santa 
Cruz to conduct the online survey for mentor teachers during the New Teacher Center 
induction and mentoring program. During the three-year mentoring academy, the five 
mentor teachers were enrolled in eight mentor academies—four in each year with three-
day sessions that were conducted primarily by trained consultants from the New Teacher 
Center at Santa Cruz.  For the first year, the mentor teachers participated in mentor 
academies that focused on: (1) foundations in mentoring and formative assessment; (2) 
coaching and observation strategies; (3) analysis of student work, and (4) planning and 
designing professional development for new teachers (New Teacher Center (NTC), 
2005).  
For the second year, mentor teachers participated in mentor academies that 
focused on: (1) coaching in complex situations; (2) mentoring for equity; (3) artifacts of 
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practice, and (4) teachers of teachers. The mentor academy’s curriculum focused on 
enhancing pedagogical knowledge and critical thinking skills that are salient for mentor 
teachers as they guide and support novice teachers. Each session in the mentor academies 
provided opportunities for; the collection and analysis of data, particularly how the data 
could influence pedagogical practices, collaborative classroom curriculum planning, and 
an opportunity to network and support one another for professional growth as mentors 
(NTC, 2005).  In year three, professional development for the five mentors consisted of 
attendance at NTC symposia and weekly Mentor Forums based on topics identified by 
the mentors.  Guest lectures were provided by university and local school district 
professionals who were experts on the topics. 
The present study focused on the online mentor teacher survey because it 
provided information on mentor teachers’ experiences as they supported their mentees 
(novice teachers). The NTC survey included information that focused on mentor 
teachers’ teacher leadership, self-efficacy beliefs and social justice.  The mentor teachers 
participated in the online survey in 2006. The participants’ responses are salient in 
answering the research questions. 
Participants 
The participants were five mentor teachers. They were exemplary veteran 
teachers who taught in elementary (K-3 grades) and middle schools (4-6 grades). The 
participants were female teachers who were released full time from their regular 
classroom duties who had either a Master of Arts in Teaching (MAT) or Master of 
Science (MS) degrees. They had an average of 17 years in the teaching profession. The 
mentor teachers were African American (60%) and Caucasian (40%). For this study, the 
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participants were assigned pseudonyms to protect their identity during the analysis of 
data. The names include: Sarah, Nancy, Anastasia, Alice, and Annie. 
Procedure 
 In 2006, on behalf of the New Teacher Center at the University of Memphis, the 
New Teacher Center, University of California at Santa Cruz conducted an online survey 
that included teachers, mentors, and administrators who participated in a school district 
induction and mentoring program. The data for this secondary analysis study on mentor 
teacher leadership were extracted from Excel data files made available to this researcher 
by the New Teacher Center at the University of Memphis. Three constructs of social 
justice, teacher leadership and self-efficacy were developed into scales. Descriptive and 
embedded multiple case study analyses were used to analyze the three scales (Yin, 2014). 
Measures 
 Teacher leadership. The teacher leadership scale examined mentor teachers’ 
teacher leadership characteristics as they mentored early career in-service teachers. This 
scale comprised items from the 2006 New Teacher Center Induction Survey. The items 
were selected based on previous literature (Grary & Bishop, 2009; York-Barr & Duke, 
2004) on teacher leadership. Participants responded on a 5-point Likert scale to nine 
questions about their teacher leadership characteristics (1= not at all effective to 5 = very 
effective) (see Table 1). 
 Social justice. The social justice scale examined the social justice attributes that 
mentor teachers’ demonstrated as they mentored early career in-service teachers. This 
scale comprised items from the 2006 New Teacher Center Induction Survey. The items 
were selected based on previous literature (Achinstein & Athanases, 2006; National 
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Association of Social Workers, 2012) on social justice. Participants responded on a 5-
point Likert scale to six questions about their social justice characteristics (1= not at all 
effective to 5 = very effective) (see Table 1). 
 Self-efficacy. The self-efficacy scale examined mentor teachers’ levels of self-
efficacy beliefs as they mentored early career in-service teachers. This scale comprised 
items from the 2006 New Teacher Center Induction Survey. The items were selected 
based on previous literature (Tschannen-Moran & Woolfolk Hoy, 2001) on teachers’ 
self-efficacy beliefs. Participants responded on a 5-point Likert scale to eight questions 
about their level of self-efficacy (1= not at all effective to 5 = very effective) (see Table 
1). 
Analysis 
 The study employed embedded multiple case study and descriptive analyses as 
the primary form of analyses to address the four research questions. Descriptive analysis 
were used to examine mentor teachers’ teacher leadership characteristics, social justice 
attributes and level of self-efficacy using items from the three scales: teacher leadership, 
social justice, and self-efficacy. Descriptive analysis was also used to assess how mentor 
teachers compared across the three scales. Descriptive analysis included running (1) 
frequency distributions, (2) means and standard deviations, and (3) effect sizes.   
Embedded multiple case study analysis was used because of the following 
reasons. First, to provide an in-depth analysis of the participants’ responses across the 
three themes. Second, to analyze the relationships between the three themes (teacher 
leadership, social justice, and self-efficacy) that may not be able to be accomplished 
using quantitative analysis because of the small sample size, and also because 
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quantitative analysis may not be able to provide in-depth explanations of “how or why” 
the participants’ responses differed or were similar across the three themes (Yin, 2014). 
Third, embedded multiple case study analysis may enlighten some empirical situations 
that explain differences in mentor teachers’ responses in teacher leadership, social justice 
and self-efficacy. For instance, new themes may emerge, that may provide explanations 
of the differences in mentor teachers’ responses across the three themes.  
 The research questions for the embedded multiple case study design were in the 
format of “how or why” questions because they pursued an in-depth investigation, of a 
phenomenon (i.e., each of the five cases) especially when the boundaries between the 
case and the context are not clearly evident (Yin, 2014). With this perspective, the 
original research questions for this study that were used to guide the descriptive analysis, 
were slightly altered in order to guide the embedded multiple case study analysis of the 
five case studies. Below are the research questions including the altered research 
questions. The original research questions are presented first, and the altered version is 
presented second in italics.  
Research Questions  
1. Descriptive Analysis: What are the teacher leadership characteristics of mentor 
teachers as they mentor in-service teachers? 
             Embedded Multiple Case Study Analysis: How do mentor teachers view 
           themselves as teacher leaders as they mentor in-service teachers? 
2. Descriptive Analysis: What are the social justice attributes that mentor teachers 
demonstrate as they mentor in-service teachers? 
             Embedded Multiple Case Study Analysis: How do mentor teachers describe  
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             social justice attributes as they mentor in-service teachers? 
3. Descriptive Analysis: What are the mentor teachers’ levels of self-efficacy as they 
mentor in-service teachers? 
 Embedded Multiple Case Study Analysis: How do mentor teachers describe their 
levels of self-efficacy as they mentor in-service teachers? 
4. Descriptive Analysis: How do mentor teachers compare on their teacher 
leadership characteristics, social justice attributes and level of self-efficacy? 
            Embedded Multiple Case Study Analysis: How do mentor teachers compare 
            across the three themes—teacher leadership, social justice and self-efficacy? 
The researcher grouped the selected items from the NTC 2006 into three scales 
and themes in order to answer the research questions. The scales and themes included (1) 
teacher leadership, (2) social justice, and (3) self-efficacy (see Table 1). The items for the 
descriptive analysis are the same as the items for embedded multiple case study analysis. 
The difference is the research questions that were used for the two analyses and how the 
participants’ responses were analyzed between the two analyses. For the descriptive 
analysis, the researcher analyzed participants’ responses quantitatively by primarily 
running frequency distributions, means and effect sizes for each individual participant 
within each construct and then the five participants as a group within each construct. The 
descriptive analysis was guided by the following research questions: (1) What are the 
teacher leadership characteristics of mentor teachers as they mentor in-service teachers? 
(2) What are the social justice attributes that mentor teachers demonstrate as they mentor 
in-service teachers? (3) What are the mentor teachers’ levels of self-efficacy as they 
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mentor in-service teachers? (4) How do mentor teachers compare on their teacher 




Scale and Theme Items for Teacher Leadership, Social Justice, and Self-Efficacy 
Survey Question: How effective do you feel working with your teachers in these areas? 
Scale/Theme Participant Responses 
Teacher Leadership 
TL 1: Providing emotional support 
TL 2 Discussing professional and district goals (e.g. Individual 
Learning Plan (ILP), Individual Induction Plan (IIP), or 
Professional Growth Plan (PGP)) 
TL 3 Supporting their subject matter knowledge 
TL 4 Using professional standards 
TL 5 Helping to deliver standards-based instruction 
TL 6 Providing resources and materials 
TL 7 Lesson planning 
TL 8 Helping with parent communication 
TL 9 Helping with site administrator communication 
Social Justice 
SJ 1 Helping to differentiate instruction to meet the needs of diverse 
learners 
SJ 2 Helping them to advocate for diverse students within their 
classroom 
SJ 3 Helping them to identify bias within curriculum 
SJ 4 Helping them to identify bias within their classroom 
SJ 5 Discussing issues of equity 
SJ 6 Working with special populations 
Self-Efficacy 
SE 1 Observing and discussing their teaching 
SE 2 Analyzing student work 
SE 3 Documenting work (e.g. collaborative assessment logs) 
SE 4 Assisting in using technology in their teaching 
SE 5 Assisting in using technology outside their classroom for 
educational purposes 
SE 6 Working with English Language Learners 
SE 7 Modeling lessons 
SE 8 Providing opportunities to observe veteran teacher 
 
Note. Key: 1= Not At All Effective, 2 = Minimally Effective, 3 = Somewhat Effective, 4 = 




For the embedded multiple case study analysis the researcher’s goal was to 
conduct an in-depth analysis of each participant’s response for each research question 
across the three constructs. The research questions for the embedded multiple case study 
analysis include: (1) How do mentor teachers view themselves as teacher leaders as they 
mentor in-service teachers? (2) How do mentor teachers describe their social justice 
attributes as they mentor in-service teachers? (3) How do mentor teachers describe their 
levels of self-efficacy as they mentor in-service teachers? (4) How do mentor teachers 
compare across the three themes—teacher leadership, social justice and self-efficacy? 
Embedded multiple case study analysis includes two types of analyses—within 
case analysis and cross-case analysis (Merriam, 1998). Conventional content analysis was 
used to analyze the data for both within case and cross-case analyses. Content analysis 
includes the coding of raw data and the development of categories that capture important 
characteristics within each case and across cases (Merriam, 1998).  The conventional 
approach for content analysis was selected to analyze the data, because the researcher did 
not use established categories (Kondracki & Wellman, 2002). Rather, she allowed the 
categories to emerge from the data. The emergent categories were used to organize and 
classify codes for the text into significant groups (Patton, 2002). For the present study, 
emergent categories were identified as themes, which represent teacher leadership, social 
justice and self-efficacy.  The sub-themes within each theme represent the significant 
groups.  
Procedural steps for multiple case study analysis. The first step was within 
case analysis, which included comprehensive analysis of each individual case (Merriam, 
1998). The second step was cross-case analysis. The aim of cross-case analysis is to 
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develop a general explanation that fits each of the individual cases across the themes, 
even though cases will differ in their distinct descriptions (Yin, 1994). Further, the 
researcher sought to understand the outcomes and processes that emerged across the five 
cases in order to create more meaningful explanations (Mill & Huberman, 1994) of 
teacher leadership characteristics, social justice attributes and level of self-efficacy that 
the mentor teachers demonstrated as they mentored early career in-service teachers.  
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Chapter 4:  Results 
The study used teacher leadership, social justice and self-efficacy as constructs to 
empirically examine mentor teachers’ teacher leadership characteristics, social justice 
attributes, and level of self-efficacy, as they mentored novice in-service teachers. The 
study also examined how mentor teachers compared across the three constructs. The 
study used two types of analyses to examine data from the five mentor teachers: 
Descriptive analysis and embedded multiple case study analysis. Results from the 
descriptive analysis are presented first, followed by results from embedded multiple case 
study analysis. The results section is organized by research question. However, the first 













Sarah 17 Caucasian 3rd 20 *Colleague 
Nancy 27 African 
American 
3rd 15 Colleague 
Anastasia 17 African 
American 
3rd 17 *Expert Guide 
Alice 7 African 
American 
2nd 19 Expert Guide 
Annie 19 Caucasian 3rd 14 Expert Guide 
Note. The column identified as teachers, represents number of beginning teachers the 
mentors supported in 2006. The column identified as roles represents mentor teachers’ 
perception of their role by mentees during the mentoring program. All mentor teachers 





* The survey item for colleague or expert guide was—“My beginning teachers most see 
me as”  
Key: Colleague, Role Model, Evaluator, Therapist, Friend, Expert Guide, Advocate. 
 
 
Table 2 (Continued) 
Demographics of Mentor Teachers 
Mentor 
Teacher 
Means and Standard Deviations M (SD) 
Social Justice Teacher Leadership Self-Efficacy 
Sarah 4 (.00) 4.78 (.44) 4.29 (.49) 
Nancy 3.67 (.52) 4.56 (.73) 4.50 (.53) 
Anastasia 3.83 (.75) 4.89 (.33) 4.63 (.74) 
Alice 4.67 (.52) 4.78 (.44) 4.50 (.53) 
Annie 4.17 (.41) 4.78 (.44) 4.75 (.46) 
Note. The column identified as teachers, represents number of beginning teachers the 
mentors supported in 2006. The column identified as roles represents mentor teachers’ 
perception of their role by mentees during the mentoring program.  All mentor teachers  
had either a Masters of Arts in Teaching or Masters of Science degrees and taught grades 
K-3; 4-6. 
* The survey item for colleague or expert guide was—“My beginning teachers most see 
me as”  
Key: Colleague, Role Model, Evaluator, Therapist, Friend, Expert Guide, Advocate. 
 
 
Descriptive Analysis Results 
Teacher Leadership Characteristics of Mentor Teachers  
For the first research question (What are the teacher leadership characteristics of 
mentor teachers as they mentor in-service teachers?), the leading survey question was: 
How effective do you feel working with your teachers in these areas? Participants 
responded to the items in the teacher leadership construct indicated in Table 3 in a          
5-point Likert scale format:  1= Not At All Effective, 2 = Minimally Effective, 3 = 
Somewhat Effective, 4 = Considerably Effective and 5 = Very Effective. 
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Results revealed the five mentor teachers believed that they had teacher 
leadership characteristics (see Table 3). There were no significant mean differences for 
the five mentor teachers, as the sample was too small to test for mean significance. 
However, there was a meaningful difference in individual means for the five mentor 
teachers. Nancy had the lowest mean (M = 4.56) for the teacher leadership construct in 
comparison to the other mentor teachers who had individual means that were above the 
average mean for the teacher leadership construct (M = 4.75). Further, she had the lowest 
score (i.e., 3 on 5-point Likert scale) on the second teacher leadership (TL2) 
characteristic “discussing professional and district goals [e.g., Individual Learning Plan 
(ILP), Individual Induction Plan (IIP), or Professional Growth Plan (PGP)]” 
 (see Table 3). That is, Nancy viewed herself as somewhat effective in “discussing 
professional and district goals [e.g., Individual Learning Plan (ILP), Individual Induction 
Plan (IIP), or Professional Growth Plan (PGP)]” (see Table 3), while Sarah, Anastasia 
and Alice viewed themselves as very effective and Annie viewed herself as considerably 
effective. To examine potential differences based on mentor teachers’ demographic 
information, the researcher compared Nancy’s (27 years of teaching experience) and 
Alice’s (7 years of teaching experience) teacher leadership characteristics as result of 
their substantial difference in years in the teaching profession (see Table 2 for teaching 
experience results). The purpose was to examine whether teaching experience was 
associated with mentor teachers’ teacher leadership characteristics. Results revealed that 
Nancy had a lower mean score (M = 4.56) for teacher leadership as compared to Alice 
 (M = 4.78), (see Table 3). This finding suggests that although years of teaching 
experience are important, professional development training and other pedagogical 
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strategies that focus on teacher leadership are also important as they may influence 
mentor teachers’ perception of their effectiveness in teacher leadership skills. 
 
Table 3 
Teacher Leadership Characteristics of Mentor Teachers 
Items Sarah Nancy Anastasia Alice Annie Frequency Distributions (N= 5)  
Average Response  
TL 1 5 5 5 5 5 Very Effective 100% 














TL 5 5 5 5 5 5 Very Effective 100% 
TL 6 5 5 5 5 5 Very Effective 100% 
TL 7 5 5 5 5 5 Very Effective 100% 








Mean 4.78 4.56 4.89 4.78 4.78   
Note. 5-point Likert scale: 1 = Not At All Effective, 2 = Minimally Effective,                     
3 = Somewhat Effective, 4 = Considerably Effective and 5 = Very Effective.                      
TL represents teacher leadership item. 
 
Items: Teacher leadership characteristics of mentor teachers. 
TL 1: Providing emotional support 
TL 2: Discussing professional and district goals (e.g. Individual Learning Plan (ILP), 
Individual Induction Plan (IIP), or Professional Growth Plan (PGP)) 
TL 3: Supporting their subject matter knowledge 
TL 4: Using professional standards 
TL 5: Helping to deliver standards-based instruction 
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TL 6: Providing resources and materials 
TL 7: Lesson planning 
TL 8: Helping with parent communication 
TL 9: Helping with site administrator communication 
 
Social Justice Attributes of Mentor Teachers  
For the second research question (What are the social justice attributes that 
mentor teachers demonstrate as they mentor in-service teachers?), the leading survey 
question was: How effective do you feel working with your teachers in these areas? 
Participants responded to the items indicated in Table 4 for the social justice construct, in 
a 5-point Likert scale format: 1= Not At All Effective, 2 = Minimally Effective, 3 = 
Somewhat Effective, 4 = Considerably Effective and 5 = Very Effective. 
Results revealed differences in mentor teachers’ social justice characteristics. 
Sarah, Alice, and Annie had high individual scores and means as compared to Nancy and 
Anastasia (see Table 4). While Sarah, Alice, and Annie viewed themselves as 
considerably effective in “helping their mentees to identify bias within curriculum” (item 
SJ3) and “working with special populations” (item SJ6); Nancy and Anastasia viewed 
themselves as somewhat effective (see Table 4). Interestingly, Nancy who had the highest 
numbers of years (27) in teaching experience had the lowest mean for social justice 
characteristic compared to all the teachers. In contrast, Alice who had the fewest number 
of years in teaching experience had the highest mean for social justice characteristic. The 
number of years in teaching experience does not appear to be associated with mentor 




Table 4  
Social Justice Characteristics of Mentor Teachers        
Items Sarah Nancy Anastasia Alice Annie Frequency Distributions (N= 5)  
Average Response  
























Mean 4.00 3.67 3.83 4.67 4.17   
Note. 5-point Likert scale: 1 = Not At All Effective, 2 = Minimally Effective, 
 3 = Somewhat Effective, 4 = Considerably Effective and 5 = Very Effective. 
 SJ represents social justice item. 
 
Items: Social justice characteristics of mentor teachers 
SJ 1: Helping to differentiate instruction to meet the needs of diverse learners 
SJ 2: Helping them to advocate for diverse students within their classroom 
SJ 3: Helping them to identify bias within curriculum 
SJ 4: Helping them to identify bias within their classroom 
SJ 5: Discussing issues of equity 







Mentor Teachers’ Levels of Self-efficacy  
For the third research question (What are the mentor teachers’ levels of self-
efficacy as they mentor in-service teachers?), the leading survey question was: How 
effective do you feel working with your teachers in these areas? Participants responded to 
the items indicated in Table 5 for the social justice construct, in a 5-point Likert scale 
format: 1 = Not At All Effective, 2 = Minimally Effective, 3 = Somewhat Effective, 4 = 
Considerably Effective and 5 = Very Effective. 
Results for mentor teachers’ levels of self-efficacy revealed that most of the 
mentor teachers had average to high levels of self-efficacy. Annie (M = 4.75) had the 
highest mean for self-efficacy whereas Sarah (M = 4.29) had the lowest mean (see Table 
5). Sarah may have had the lowest mean as she did not provide a response for item SE 7 
(i.e., modeling lessons). Mentor teachers’ exhibited their highest levels of self-efficacy in 
“observing and discussing their mentees’ teaching” (item SE 1) and in “documenting 
mentees’ work (e.g., collaborative assessment logs)” (item SE 3). 
   Interestingly, results revealed that 80% of the mentor teachers viewed themselves 
as very effective in ‘assisting their mentees in using technology in their teaching’ (Fourth 
item in the self-efficacy construct—SE 4), whereas 40% of the mentor teachers viewed 
themselves as very effective in ‘assisting their mentees in using technology outside their 
classroom for educational purposes’ (Fifth item in the self-efficacy construct—SE 5). As 
the data was collected in 2006, it would be interesting to investigate whether currently 
mentor teachers level of self-efficacy in using technology outside their classroom for 





Mentor Teachers’ Levels of Self-efficacy 
Items Sarah Nancy Anastasia Alice Annie Frequency Distributions (N= 5) 
Average Response  
SE 1 5 5 5 5 5 Very Effective 100% 




SE 3 5 5 5 5 5 Very Effective 100% 






















Mean 4.29 4.50 4.63 4.50 4.75   
 Note. 5 point Likert scale: 1 = Not At All Effective, 2 = Minimally Effective,                     
3 = Somewhat Effective, 4 = Considerably Effective and 5 = Very Effective 
Items: Mentor Teachers’ Levels of Self-efficacy 
SE 1: Observing and discussing their teaching 
SE 2: Analyzing student work 
SE 3: Documenting work (e.g. collaborative assessment logs) 
SE 4: Assisting in using technology in their teaching 
SE 5: Assisting in using technology outside their classroom for educational purposes 
SE 6: Working with English Language Learners 
SE 7: Modeling lessons 





Mentor Teachers Comparison: Teacher Leadership, Social Justice and Self-efficacy 
For the fourth research question (How do mentor teachers compare on their 
teacher leadership characteristics, social justice attributes and level of self-efficacy?), the 
researcher compared the individual and group means for mentor teachers’ responses for 
the first three research questions that focused on the three constructs: teacher leadership, 
social justice and self-efficacy (see Table 6). The researcher also calculated effect sizes to 
examine the meaningfulness of the mean differences across the three constructs (see 
Table 7). 
Results revealed that mentor teachers had the highest average mean for the 
teacher leadership construct (M = 4.75), but the lowest average mean for the social justice 
construct (M = 4.07) (see Table 6). However, the social justice construct had the highest 
average standard deviation (.38) in comparison to the teacher leadership construct (.12) 
and self-efficacy construct (.17) (see Table 6). Thus, there was greater variability in 
scores for the five mentor teachers for the social justice construct, in comparison to the 






Mean Comparisons for Five Mentor Teachers: Social Justice, Teacher Leadership and 
Self-Efficacy 
Mentor Teacher Means and Standard Deviations M(SD) 
Social Justice (SJ) Teacher Leadership (TL) Self-Efficacy (SE) 
Sarah 4.00 (.00) 4.78 (.44) 4.29 (.49) 
Nancy 3.67 (.52) 4.56 (.73) 4.50 (.53) 
Anastasia 3.83 (.75) 4.89 (.33) 4.63 (.74) 
Alice 4.67 (.52) 4.78 (.44) 4.50 (.53) 
Annie 4.17 (.41) 4.78 (.44) 4.75 (.46) 
Average Means 
and SDs (N= 5) 
4.07 (.38) 4.75(.12) 4.53(.17) 
 
 
Table 7  










Note. N = 5 for all analyses. 
 
 
The researcher also examined the meaningfulness of the difference in means 
across three constructs by calculating the effect size for each of the constructs. The 
researcher carried out the following steps. First, the researcher ran a paired sample mean 
t-test to compare the three means against each other. Second, the researcher used the t-
statistic values; the correlation values; and sample size from the paired sample mean t-
test to calculate the d-effect size for each of the three constructs (see Table 8). The d 
effect size was calculated to correct for the paired correlations across the means. The 
Pairs Constructs M SD Corrected Hedge’s g Effect Size 
1 Social Justice  4.07 .38 -1.963 
Teacher Leadership 4.75 .12 
2 Social Justice 4.07 .38 -1.393 
Self-Efficacy 4.53 .17 
3 Teacher Leadership 4.75 .12 1.329 
Self-Efficacy 4.53 .17 
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study used Dunlap, Cortina, Vaslow and Burke’s (1996) d effect size formula:  d = tc 
[2(1-r)/n]
 1/2
.  Where d is the effect size, tc stands for the t statistic for correlated 
observations from the t-test, r is the correlation and n is the sample size per group 
(Dunlap et al., 1996).  
 
Table 8  
d Effect Size for Paired Means Comparisons 
Paired Sample Mean 
Correlations 
      
t R n 1-r 2*(1-r)/n d 
 4.513 0.6857 8 0.3143 0.078575 1.26505 
Social Justice and  
Teacher Leadership  
-4.263 .337 5 0.663 0.2652 -2.19534 
Social Justice and            
Self-efficacy 
-2.511 .038 5 0.962 0.3848 -1.55763 
Teacher Leadership and      
Self-efficacy 
2.640 .208 5 0.792 0.3168 1.485924 
 
 
The correlated d effect size does not correct for the small sample size. Thus, the d 
effect size was transformed to a corrected Hedge’s g effect size that is corrected for small 
sample size bias (Grissom & Kim, 2005).  Table 9 reveals the corrected Hedge’s g effect 
size for the three constructs. Results revealed that across the three constructs the mean 
comparison between social justice and teacher leadership had the highest effect size 
 (-1.963) (see Table 9). The mean comparisons for social justice and self-efficacy 
(g = -1.393) had the second largest effect size. The mean comparison for teacher 
leadership and self-efficacy (g = 1.329) had the lowest effect size, but positive. The 
positive effect size emerged because teacher leadership had a greater mean than social 
justice that influenced the paired sample mean comparison. Therefore, the greatest 
meaningful mean difference was between the social justice and teacher leadership 
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constructs for the five mentor teachers. The great mean difference could be a result of (1) 
the difference in mean values between social justice (M = 4.07) and teacher leadership (M 
= 4.75) and (2) the great variability in the five mentor teachers’ scores in the social 
justice construct. As previously mentioned, the social justice construct had the highest 




 d Effect Size Converted to g Effect Size  
Paired Sample Mean Correlations d 
 effect size 
Corrected Hedge’s g 
 effect size 
Social Justice and Teacher Leadership  -2.19534 -1.963 
Social Justice and Self-efficacy -1.55763 -1.393 
Teacher Leadership and Self-efficacy 1.485924 1.329 
 
 
Expert Guides and Mentor Teachers 
During the mean comparison across the three constructs, the researcher noticed 
mean differences in two categories—expert guides and colleagues. Results revealed that 
mentor teachers who believed their mentees viewed them as expert guides had higher 
individual means for social justice and self-efficacy constructs in comparison to mentor 
teachers who believed their mentees viewed them as colleagues (see Table 10). However, 
for the teacher leadership construct there was not a substantial difference in individual 
means between colleagues and expert guides because Alice (M = 4.78) and Annie (M = 
4.78) who thought they were viewed by their mentees as expert guides had means that 
were analogous to Sarah (M = 4.78) who assumed she was viewed as a colleague. 
Further, Nancy who assumed she was viewed as a colleague, had a lower mean 
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 (M = 4.56) than the other mentor teachers who thought they were viewed as expert 
guides (see Table 10).  
 
Table 10 
Mean Comparison:  Colleagues and Expert Guides 
Mentor 
Teachers 
Means and Standard Deviations M(SD)  
Social Justice  Teacher Leadership  Self-Efficacy  Role 
Sarah 4.00 (.00) 4.78 (.44) 4.29 (.49) Colleagues 
Nancy 3.67 (.52) 4.56 (.73) 4.50 (.53) Colleagues 
Anastasia 3.83 (.75) 4.89 (.33) 4.63 (.74) Expert Guide 
Alice 4.67 (.52) 4.78 (.44) 4.50 (.53) Expert Guide 
Annie 4.17 (.41) 4.78 (.44) 4.75 (.46) Expert Guide 
Average          
M &SD (N= 5) 
4.07 (.38) 4.75 (.12) 4.53 (.17)  




Hedge’s g effect size was calculated to examine the meaningfulness of the mean 
difference between mentor teachers who believed they were viewed by their mentees as 
expert guides verses the mentor teachers who believed they were viewed as colleagues. 
Hedge’s g focuses on the standardized difference between the sample means (i.e., M1 and 
M2). Hedge’s g is expressed as g = M1-M2/Swithin (Hedges & Olkin, 1985).  Results 
revealed that the self-efficacy construct (g = -1.112) had the greatest hedge’s g effect 
size, in comparison to teacher leadership (g = -.904) and social justice (g = -.771) 
constructs (see Table 11). Therefore, across the three constructs the substantial 
meaningful difference between expert guides and colleagues was in the self-efficacy 
construct. It is noteworthy to mention that in the self-efficacy construct, mentor teachers 
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who categorized themselves as expert guides had higher individual means than mentor 
teachers who categorized themselves as colleagues (see Table 10). 
 
Table 11 
Hedge’s g Effect size for Colleagues and Expert Guides 
Status Social Justice Teacher Leadership Self-efficacy 
M (SD) 
Colleague n = 2 3.83 (.24) 4.67 (.16) 4.4 (.15) 
Expert Guides  n = 3 4.22 (.42) 4.8   (.06) 4.6 (.12) 
Hedge’s g Effect Size -.771 -.904 -1.112 
 
 
Embedded Multiple Case Study Analysis Results  
Profiles of Mentor Teachers 
Sarah is a Caucasian female veteran teacher. She has a Master of Science in 
teaching degree. She has been teaching elementary (K-3) and middle (4-6) school 
students for 17 years. She is a third year mentor teacher who mentored 20 novice 
teachers. She believed that her mentees viewed her as a colleague during the mentoring 
program. 
Nancy is an African American female veteran teacher. She has a Master of Arts in 
Teaching degree. She has been teaching elementary (K-3) and middle (4-6) school 
students for 27 years. She is a third year mentor teacher who mentored 15 novice 
teachers. She believed that her mentees viewed her as a colleague during the mentoring 
program. 
Anastasia is an African American female veteran teacher. She has a Master of 
Arts in Teaching degree. She has been teaching elementary (K-3) and middle (4-6) school 
students for 17 years. She is a third year mentor teacher who mentored 17 novice 
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teachers. She believed that her mentees viewed her as an expert guide during the 
mentoring program. 
Alice is an African American female veteran teacher. She has a Master of Science 
degree in teaching. She has been teaching elementary (K-3) and middle (4-6) school 
students for 7 years. She is a second year mentor teacher who mentored 19 novice 
teachers. She believed that her mentees viewed her as an expert guide during the 
mentoring program. 
Annie is a Caucasian female veteran teacher. She has a Master of Arts in 
Teaching degree. She has been teaching elementary (K-3) and middle (4-6) school 
students for 19 years. She is a third year mentor teacher who mentored 14 novice 
teachers. She believed that her mentees viewed her as an expert guide during the 
mentoring program. 
Mentor Teachers’ Perception of Themselves as Teacher Leaders  
Within-case analysis. Teacher leadership was the main theme for the nine items 
that were used to answer the research question (How do mentor teachers view themselves 
as teacher leaders as they mentor in-service teachers?). Four sub-themes emerged from 
the teacher leadership theme including: coaching skills, leadership skills, teaching 
expertise and relationship skills. The sub-themes were developed based on previous 
teacher leadership research (Killion & Harrison, 2006; York-Barr & Duke, 2004). The 
four sub-themes represented salient characteristics of teacher leadership (Killion & 
Harrison, 2006; York-Barr & Duke, 2004).  For the within-case analysis, the researcher 
compared the five mentor teachers across four sub-themes (coaching skills, leadership 
skills, teaching expertise and relationship skills) that emerged from the main theme—
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teacher leadership. The goal was to investigate the strengths and areas of improvement in 
teacher leadership for each of the five mentor teachers. 
Coaching skills consisted of two items: TL1 “providing emotional support” and 
TL3 “supporting their subject matter knowledge” (see Table 12). All the mentor teachers 
viewed themselves as very effective in “providing emotional support” (TL1) to their 
mentees. Conversely, only Alice viewed herself as very effective in “supporting her 
mentees’ subject matter knowledge” (TL3) and the other teachers (Sarah, Nancy, 
Anastasia, and Annie) viewed themselves as considerably effective (see Table 12). This 
finding was interesting as Alice had the least amount of years of teaching experience (7 
years) and she was the only second year mentor teacher, whereas the other teachers had 
over ten years of teaching experience and were third year mentor teachers (see Table 2). 
Therefore, it appears that Alice had exceptional coaching skills in comparison to the other 
four mentor teachers, possibly because of previous professional development training.  It 
is not clear whether her perceived role as expert guide had influence on her coaching 
skills, because Anastasia and Annie perceived themselves as expert guides but had lower 
scores than Alice. 
 Leadership skills consisted of two items: TL2—“discussing professional and 
district goals” [e.g., Individual Learning Plan (ILP), Individual Induction Plan (IIP), or 
Professional Growth Plan (PGP)] and TL4—“using professional standards”. Sarah, 
Anastasia, and Alice indicated they were very effective in “discussing professional and 
district goals [e.g., Individual Learning Plan (ILP), Individual Induction Plan (IIP), or 
Professional Growth Plan (PGP)]” with their mentees (TL2), whereas Annie considered 
herself considerably effective and Nancy considered herself somewhat effective (see 
 
 61 
Table 12). Sarah, Anastasia, Alice, and Annie, considered themselves very effective in 
“using professional standards” (TL 4) with their mentees, whereas Nancy considered 
herself considerably effective. Overall, this finding implies that Nancy had the lowest 
score in her perception of effectiveness in leadership skills, even though she had the 
highest number of years in the teaching profession. Is it possible, that her perception of 
effectiveness in leadership may have affected her view of oneself as a colleague to the 
mentees? Future research may examine whether mentor teachers’ perception of 
effectiveness in leadership may influence their perception of mentor roles (e.g., colleague 
or expert guide). 
 Teaching expertise consisted of three items: TL 5—“helping to deliver standards-
based instruction”, TL 6—“providing resources and materials” and TL 7—“lesson 
planning”. For the three items, the five mentor teachers considered themselves very 
effective (see Table 12). Thus, we can imply that all the mentor teachers appear to have 
received sufficient professional development training on teaching expertise as they 
viewed themselves as highly efficacious in effectively imparting teaching expertise to 
their mentees. Mentor teachers’ perceived effectiveness in teaching expertise did not 
appear to be associated with the perception of their mentor roles as either expert guides or 
colleagues. 
 Relationship skills consisted of two items: TL 8—“Helping with parent 
communication” and TL 9—“Helping with site administrator communication”. For item 
TL 8, Sarah, Nancy, Anastasia, and Annie indicated they were very effective in “helping 
their mentees with parent communication”, whereas Alice indicated she was considerably 
effective (see Table 12).  For item TL 9, Nancy, Anastasia, and Annie indicated they 
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were very effective in “helping their mentees with site administrator communication”, 
whereas Sarah and Alice indicated they were considerably effective (see Table 12).  For 
the relationship skills sub-theme, (a) Alice perceived herself as considerably effective for 
“helping with parent communication” (item TL 8) and “helping with site administrator 
communication” (item TL 9) and (b) Sarah perceived herself as very effective for 
“helping with parent communication” (item TL 8) and considerably effective for “helping 
with site administrator communication” (item TL 9). However, the other mentor teachers 
(Anastasia, Nancy, and Annie) believed they were very effective for both TL 8 and TL 9. 
Thus, Alice and Sarah appear to require professional development training in working 
and forming proactive professional relationships with stakeholders including parents and 
educational administrators. For this sub-theme, it does not appear that mentor teachers’ 
perceived level of effectiveness is associated with their roles as either expert guides or 
colleagues. 
Cross-case analysis. For the cross-case analysis, the researcher compared the five 
mentor teachers across four sub-themes (coaching skills, leadership skills, teaching 
expertise, and relationship skills) that emerged from the main theme—teacher leadership. 
The four sub-themes represented salient characteristics of teacher leadership (Killion & 
Harrison, 2006; York-Barr & Duke, 2004). The goal was to investigate the five mentor 
teachers’ strengths and areas of improvement in teacher leadership. Findings from cross-
case analysis revealed the following information about how the five mentor teachers 
viewed themselves as teacher leaders. First, all the teachers (Sarah, Nancy, Anastasia, 
Alice, and Annie) believed that they were very effective in teaching expertise. Second, all 
the teachers with exception of Nancy believed that they were considerably effective or 
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very effective in their leadership skills. Third, some of the mentor teachers (Nancy, 
Anastasia, and Annie) believed that they had very effective relationship skills whereas 
others (Sarah and Alice) may require further professional development training.  Fourth, 
only Alice indicated to have very effective coaching skills, whereas Sarah, Anastasia, 
Nancy, and Annie have considerably effective coaching skills particularly in “supporting 
mentees with their subject matter knowledge” (TL 3).  
Thus, for the teacher leadership theme, we can conclude that our mentor teachers’ 
strengths in teacher leadership appear to be primarily in teaching expertise and 
leadership. Nonetheless, Nancy may need further professional development training in 
leadership skills as she was the only one who believed she was ‘somewhat effective’ in 
discussing “professional development and district goals” (TL 2) with her mentees. 
Further, most of the teachers with exception of Alice appear to need additional 
professional development training in coaching skills particularly in “supporting mentees 
with their subject matter knowledge” (TL 3). Lastly, Alice appears to need professional 
development training in relationship skills as she was the only mentor teacher who 
believed she was considerably effective for “helping with parent communication” (TL 8) 











 Teacher Leadership Subthemes 
Category Key Terms Items Sarah Nancy Anastasia Alice Annie 
Coaching 
skills 
Support TL 1 5 5 5 5 5 





TL 2 5 3 5 5 4 






TL 5 5 5 5 5 5 
TL 6 5 5 5 5 5 





TL 8 5 5 5 4 5 
TL 9 4 5 5 4 5 
 Items: Teacher leadership characteristics of mentor teachers. 
TL 1: Providing emotional support 
TL 2: Discussing professional and district goals (e.g. Individual Learning Plan (ILP), 
Individual Induction Plan (IIP), or Professional Growth Plan (PGP)) 
TL 3: Supporting their subject matter knowledge 
TL 4: Using professional standards 
TL 5: Helping to deliver standards-based instruction 
TL 6: Providing resources and materials 
TL 7: Lesson planning 
TL 8: Helping with parent communication 
TL 9: Helping with site administrator communication 
 
Mentor Teachers’ Social Justice Attributes  
Within-case analysis. Social justice was the main theme for the six items that 
were used to answer the second research question (How do mentor teachers describe their 
social justice attributes as they mentor in-service teachers?). Two sub-themes emerged 
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from the social justice theme including: (1) a socially just instruction and curriculum and 
(2) socially just classroom contexts. The sub-themes were developed based on previous 
social justice literature, and represent important social justice attributes for mentor 
teachers (Achnistein & Athanases, 2005; Adams et al., 2007; Ladson-Billing, 2001).  For 
the within-case analysis, the researcher compared the five mentor teachers across the two 
sub-themes. The purpose was to examine the strengths and areas of improvement needed 
in social justice for each of the five mentor teachers. 
The socially just instruction and curriculum subtheme included three items:  
SJ 1—“helping mentees to differentiate instruction to meet the needs of diverse learners”, 
SJ 3—“helping mentees to identify bias within curriculum” and SJ 5—“discussing issues 
of equity with their mentees” (see Table 13).  For item SJ 1, Alice and Annie indicated 
they were very effective in “helping their mentees differentiate instruction to meet the 
needs of diverse learners” whereas Sarah, Nancy, and Anastasia indicated they were 
considerably effective. For item SJ 3, Sarah, Alice, and Annie indicated they were 
considerably effective in “helping their mentees identify bias within curriculum”, 
whereas Nancy and Anastasia indicated they were somewhat effective. For item SJ 5, 
only Alice indicated she was very effective in “discussing issues of equity” with her 
mentees whereas Sarah, Nancy, Anastasia, and Annie indicated they were considerably 
effective. 
 The socially just classroom context subtheme included 3 items: SJ 2—“Helping 
their mentees to advocate for diverse students within their classroom”, SJ 4—“Helping 
their mentees to identify bias within their classroom” and SJ 6—“Working with special 
populations”. For SJ 2, Anastasia and Alice indicated they were very effective in 
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“helping their mentees learn how to advocate for diverse students within their 
classroom”; whereas Sarah, Nancy, and Annie indicated they were considerably 
effective. For SJ4, Alice was the only mentor teacher who indicated she was very 
effective in “helping her mentees identify bias within their classrooms”; whereas the 
other four mentor teachers indicated they were considerably effective. For SJ 6, Sarah, 
Alice, and Annie indicated that they were considerably effective in working with special 
populations, whereas Nancy and Anastasia indicated they were somewhat effective. It is 
noteworthy to mention that for item SJ 6 none of the teachers indicated they were very 
effective.  
Cross-case analysis. For the cross-case analysis, the researcher compared the five 
mentor teachers across two sub-themes (socially just instruction and curriculum, and a 
socially just classroom context) that emerged from the main theme—social justice. The 
aim was to examine the five mentor teachers’ strengths and areas of improvement in 
social justice. Findings from cross-case analysis revealed the following information 
regarding how the five mentor teachers’ described their social justice attributes in relation 
to the school curriculum and classroom context. Overall, Alice was the only mentor 
teacher who had a higher level of understanding and application of social justice in 
instruction and curriculum, and classroom contexts. Annie was the mentor teacher who 
perceived she had the second highest level of perceived effectiveness in social justice.  
Nancy perceived she had the lowest level of perceived effectiveness for the social justice 
construct. However, all the teachers appear to require professional development training 
especially for item SJ 3 (helping their mentees identify bias within curriculum) and SJ6 
(working with special populations) as they indicated they were either somewhat effective 
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(Nancy and Anastasia) or considerably effective (Sarah, Alice and Annie). Their 
perceived effectiveness in social justice did not seem to be associated with their mentor 
roles as expert guides or colleagues. 
 
Table 13 
Social Justice Characteristics of Mentor Teachers        
Category Key terms Items Sarah Nancy Anastasia Alice Annie 
 Instruction  






SJ 1 4 4 4 5 5 
SJ 3 4 3 3 4 4 







SJ 2 4 4 5 5 4 
SJ 4 4 4 4 5 4 
SJ 6 4 3 3 4 4 
 
Items: Social justice characteristics of mentor teachers 
SJ 1: Helping to differentiate instruction to meet the needs of diverse learners 
SJ 2: Helping them to advocate for diverse students within their classroom 
SJ 3: Helping them to identify bias within curriculum 
SJ 4: Helping them to identify bias within their classroom 
SJ 5: Discussing issues of equity 
SJ 6: Working with special populations 
 
Mentor Teachers’ Levels of Self-efficacy  
Within-case analysis. Self-efficacy was the main theme for the eight items that 
were used to answer the third research question (How do mentor teachers describe their 
levels of self-efficacy as they mentor in-service teachers?). Four sub-themes emerged 
from the self-efficacy theme including: (1) mentee evaluation, (2) mentor teacher self-
efficacy in student engagement, (3) mentor teacher self-efficacy in using technology for 
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educational purposes, and (4) mentor teacher self-efficacy in instruction. The subthemes 
were developed based on previous self-efficacy literature, and represent important self-
efficacy attributes for mentor teachers (Bandura, 1997; Eyyam et al., 2010; Varol, 2014).  
For the within-case analysis, the researcher compared the five mentor teachers across the 
four sub-themes. The purpose was to examine the strengths and areas of improvement in 
self-efficacy for each of the five mentor teachers. 
The mentee evaluation subtheme had two items: SE1—“observing and discussing 
their teaching” and SE3—“documenting work (e.g., collaborative assessment logs)”. 
Findings for the mentee evaluation sub-theme revealed that the five mentor teachers 
indicated they were very effective in “observing and discussing their mentees’ teaching” 
(item SE 1) and “documenting mentees work (e.g., collaborative assessment logs)” (item 
SE 3) (see Table 14). The mentor teacher self-efficacy in student engagement subtheme 
included two items: SE 2—“analyzing student work” and SE 6—“working with English 
Language Learners”. For this subtheme, only Nancy had the highest level of 
effectiveness, particularly for “analyzing student work” (SE 2). That is, she indicated she 
was very effective in “analyzing student work” (SE2) and considerably effective in 
“working with English Language Learners”, whereas the other mentor teachers indicated 
they were either considerably effective or somewhat effective for both items. However, 
Anastasia had the lowest level of effectiveness for this subtheme particularly for 
“working with English language learners” (item SE6), as she indicated she was somewhat 
effective, whereas the other four mentor teachers indicated they were considerably 
effective. Sarah, Alice, and Annie had similar average scores for this sub-theme (see 
Table 14). Possibly, Nancy’s 27 years in the teaching profession may have contributed to 
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her effectiveness in student engagement. It is noteworthy to mention Nancy had the 
highest number of years in the teaching profession in comparison to the other four mentor 
teachers. 
Mentor teacher self-efficacy in using technology sub-theme had two items:        
SE 4— “assisting mentees in using technology in their teaching” and SE 5— “assisting 
mentees in using technology outside their classroom for educational purposes”. Nancy, 
Anastasia, Alice, and Annie indicated they were very effective in “assisting their mentees 
in using technology for teaching” (item SE 4); whereas Sarah indicated she was 
considerably effective (see Table 14). However, only Anastasia and Annie indicated they 
were very effective in “assisting their mentees in using technology outside their 
classroom for educational purposes” whereas Sarah, Nancy and Alice indicated they were 
considerably effective (see Table 14). Overall for the mentor teacher self-efficacy in 
using technology sub-theme, Anastasia and Annie indicated they had the highest level of 
effectiveness in using technology for pedagogical purposes, whereas Sarah indicated she 
had the lowest level of effectiveness. In this perspective, we can imply Anastasia and 
Annie have the highest self-efficacy beliefs in using technology for pedagogical purposes 
in classroom and outside classroom contexts, whereas Sarah has the lowest. Altogether, 
findings from this sub-theme suggest that most of the mentor teachers have high self-
efficacy beliefs in assisting their mentees in using technology for teaching purposes 
within the educational context. Nevertheless, further research is needed to identify 
strategies to support some of the mentors in developing higher self-efficacy beliefs for 




 Mentor teacher self-efficacy in instruction sub-theme consisted of two items:  
SE 7—“modeling lessons” and SE 8—“providing opportunities to observe veteran 
teachers”. Anastasia, Alice and Annie indicated they were very effective in “modeling 
lessons” (item SE 7) for their mentees, whereas Nancy indicated she was considerably 
effective, and Sarah did not provide a response for item SE 7. For item SE 8, only 
Anastasia and Annie indicated they were very effective in “providing their mentees 
opportunities to observe veteran teachers”; whereas Sarah, Nancy, and Alice indicated 
they were considerably effective. Conclusively, Anastasia and Annie had the highest 
levels of effectiveness for the mentor teacher self-efficacy in instruction sub-theme, 
implying they had the highest level of self-efficacy in teacher self-efficacy to instruction 
while working with their mentees.  Conversely, Sarah had the lowest level of 
effectiveness, suggesting she had the lowest level of teacher self-efficacy related to 
instruction. Nonetheless, Sarah’s low score could be a result of her not providing a 
response for item SE 7. 
Cross-case analysis. For the cross-case analysis, the researcher compared the five 
mentor teachers across the four sub-themes (1) mentee evaluation, (2) mentor teacher 
self-efficacy in student engagement, (3) mentor teacher self-efficacy in using technology 
for educational purposes, and (4) mentor teacher self-efficacy in instruction. The aim was 
to assess the five mentor teachers’ strengths and areas of improvement in self-efficacy. 
Findings from cross-case analysis revealed the following information regarding how the 





 The five mentors had the highest level of self-efficacy in mentee evaluation.  
The second highest level of self-efficacy for the five mentors was in mentor teacher self-
efficacy in using technology for teaching purposes. Lastly, the five mentors exhibited low 
levels of self-efficacy in mentor teacher self-efficacy in student engagement and in 
instruction. Cross-case comparison across the four themes revealed Anastasia and Annie 
had the highest levels of self-efficacy for most of the subthemes except mentor teacher 
self-efficacy in student engagement particularly in “working with English language 
learners” (item SE 6) (see Table 14). In fact, none of the mentor teachers indicated they 
were very effective in “working with English language learners” (item SE 6); rather they 
indicated they were considerably or somewhat effective. This finding suggests further 
research should investigate factors that may influence mentors’ teachers’ levels of self-
efficacy while working with English Language learners. In addition to this finding, there 
are other areas of improvement that Sarah, Nancy and Alice may require further support, 
namely: self-efficacy in assisting their mentees in using technology for education 
purposes outside the classroom and in providing their mentees opportunities to observe 












Self-efficacy Theme  






SE 1 5 5 5 5 5 







SE 2 4 5 4 4 4 
SE 6 4 4 3 4 4 







SE 4 4 5 5 5 5 
SE 5 4 4 5 4 5 





SE 7 0 4 5 5 5 
SE 8 4 4 5 4 5 
 
Items: Mentor Teachers’ Levels of Self-efficacy 
SE 1: Observing and discussing their teaching 
SE 2: Analyzing student work 
SE 3: Documenting work (e.g. collaborative assessment logs) 
SE 4: Assisting in using technology in their teaching 
SE 5: Assisting in using technology outside their classroom for educational purposes 
SE 6: Working with English Language Learners 
SE 7: Modeling lessons 





Comparison of Mentor Teachers Across the Three Themes: Teacher leadership, 
Social Justice, and Self-efficacy 
 For the fourth research question (How do mentor teachers compare across the 
three themes—teacher leadership, social justice and self-efficacy?), findings from within 
and cross case analyses for the three themes have revealed the five mentor teachers’ areas 
of strength appear to be primarily in teacher leadership and self-efficacy. Social justice 
appears to be a fundamental area of improvement for four of the mentor teachers, as 
Alice had the highest level of effectiveness for each of the social justice items for the 
different subthemes. Thus, further research should investigate the type of strategies and 
professional development training that can enhance mentor teachers’ pedagogical 
competence in social justice, so that they can effectively develop socially just 
curriculums and instructional strategies that support and address the diverse needs of their 
mentees (i.e., novice teachers). 
  Nevertheless, there are some areas of improvement needed within teacher 
leadership and self-efficacy. For teacher leadership, mentor teachers areas of strength 
were in teaching expertise and leadership skills. They may need further support in 
coaching and relationship skills as these are important skill sets for a teacher leader 
(Killion & Harrison, 2006; York-Barr & Duke, 2004).  For self-efficacy, mentor teachers 
areas of strength were in evaluating mentees’ teaching and teaching mentees on how to 
use technology effectively for pedagogical purposes within the classroom context. Their 
areas of improvement needed were in teacher self-efficacy for student engagement and 
instruction, and their ability to assist their mentees to use technology effectively for 
educational purposes outside the classroom context. In view of these findings, future 
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research should examine strategies and professional development training that will 
address the areas of improvement needed in teacher leadership and self-efficacy to 
support mentor teachers to be highly efficacious teacher leaders.  
 
 75 
Chapter 5: Discussion 
The purpose of the present study was to examine the attributes and the 
perceptions of teacher leadership, social justice, and self-efficacy that existed among five 
mentor teachers as they mentored and supported novice in-service teachers.  The study 
used descriptive and embedded multiple case study analyses to empirically assess the 
strengths and areas of improvement among mentor teachers related to the three constructs 
(teacher leadership, social justice, and self-efficacy). The study’s findings may suggest 
the need for professional development training and educational resources that may be 
used to enhance mentor teachers’ competence in their areas of improvement across the 
three constructs, so that they can effectively mentor novice in-service teachers to be 
exemplary effective teacher leaders who value and continuously improve student 
academic performance. The succeeding discussion includes:  summary of findings, a 
discussion of the demographic findings, followed by the findings of the research 
questions, limitations, future directions, conclusion and implications. While discussing 
the findings, please note participants were assigned pseudonyms to protect their identity 
during the analysis of data. 
Summary of Findings 
 Findings from both descriptive and embedded multiple case study analyses, 
revealed that mentor teachers areas of strength appear to be in teacher leadership and self-
efficacy constructs. These findings do concur with prior research that effective mentor 
teachers should demonstrate good teacher leadership skills and are highly efficacious 
(Athanases et al., 2006; Killion & Harrison, 2006; Tschannen-Moran & Woolfolk Hoy, 
2001).  Nevertheless, there are some areas of improvement for these two constructs. For 
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teacher leadership, mentor teachers appear to require further support in coaching skills 
and relationship skills. For coaching skills, mentor teachers need additional support in 
providing emotional support and subject matter knowledge support to their mentees. For 
relationship skills, mentor teachers appear to need further support in teaching their 
mentees how to work effectively with parents and administrators. For self-efficacy, 
mentor teachers appear to require further support in supporting their mentees in 
developing: self-efficacy for student engagement, self-efficacy for instruction, and self-
efficacy for using technology outside the classroom context. For the social justice 
construct, most of the mentor teachers appear to require further support. However, Alice 
may not require as much support as the other mentors because she indicated she was very 
effective in most of the items in the social justice construct. Findings for the social justice 
construct did not concur or refute prior research. Rather, findings revealed that future 
research is needed to examine the best pedagogical practices that can be used to enhance 
mentor teachers’ competence in social justice particularly theoretical and practical 
understanding of how social justice impacts teaching and learning (Nieto, 2004).   
Demographic Results 
 The researcher conducted demographic analysis for the five mentor teachers by 
analyzing the following demographic attributes: (1) highest educational degree, (2) 
teaching experience, (3) ethnicity, (4) the grades that the mentor teachers taught prior to 
participating in the mentoring program, (5) year in mentoring program, (6) the number of 
novice in-service teachers that each mentor teacher supported, and (7) their perceived 
role (colleague or expert guide) during the mentoring program. The mentor teachers had 
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similar attributes; however Nancy and Alice’s attributes were substantially different in 
comparison to Sarah, Anastasia, and Annie (see Table 2 in chapter 4). 
Therefore, the researcher compared Nancy (27 years of teaching experience) and 
Alice (7 years of teaching experiences) as result of their substantial difference in number 
of years in the teaching profession. The purpose was to examine whether number of years 
in the teaching profession was associated with mentors teachers’ levels of perceived 
effectiveness in teacher leadership, social justice, and self-efficacy. Nancy who had the 
highest number of years in the teaching profession, perceived the mentees viewed her as 
a colleague. She had the lowest mean scores for social justice (M = 3.67), teacher 
leadership (M = 4.56), and the second lowest mean score for self-efficacy (M = 4.50). 
Conversely, Alice had the least number of years in the teaching profession, perceived the 
mentees viewed her as an expert guide. She had the highest mean for social justice         
(M = 4.67) and the second highest mean for teacher leadership (M = 4.78), but she had 
the second lowest mean score for self-efficacy (M = 4.50) (see Table 2). This finding 
appears to suggest that the number of years in the teaching profession does not 
necessarily impact mentor teachers’ levels of effectiveness in teacher leadership, social 
justice and self-efficacy. Moreover, mentor teachers’ perceived effectiveness in teacher 
leadership and social justice might have influenced Nancy’s and Alice’s perceptions as 
either expert guide or colleague. 
For this finding, we can imply that mastery experience one of the dominant 
sources of self-efficacy, influenced how the mentors perceived they were viewed by their 
mentees as colleagues, while others perceived they were viewed as expert guides. With 
this perspective, Nancy, who viewed herself as a colleague, had lower mean scores on 
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social justice (M = 3.67) and teacher leadership (M = 4.56) constructs, compared to Alice 
who viewed herself as an expert guide [social justice (M = 4.67) and teacher leadership 
(M = 4.78)]. This finding concurs with prior research on mastery experience as a 
dominant source of self-efficacy. That is, the perception of one’s abilities influences his 
or her level of self-efficacy belief in completing future similar tasks (Bandura, 1997).  
Further, the finding also suggests that Nancy who viewed herself as a colleague 
may have not yet acquired the teaching expertise and content expertise which are salient 
for teacher leadership skills (Killion & Harrison, 2006) as she believed she was 
somewhat effective in (1) discussing professional and district goals (item 2 teacher 
leadership construct) (see Table 2 in chapter 4). In addition, Nancy may not have 
understood what social justice looks like in the educational setting as she believed she 
was somewhat effective in (1) helping the mentees identify bias within curriculum (item 
3, social justice construct) and  (2) working with special populations (item 6 social justice 
construct) (see Table 3 in chapter 4).  
Interestingly, although Alice and Nancy had different perceptions of their roles as 
mentors, they had the second lowest level of self-efficacy beliefs (see Table 2 in chapter 
4). Further, they had the same level of self-efficacy (M = 4.50). It is not clear why they 
had similar levels of self-efficacy. It is worthy mentioning that all mentors appear to need 
further professional development training in assisting their mentees in working with 
English language learners (see Table 5). Therefore, this finding suggests that 
occasionally, mentors who perceive themselves as either expert guides or colleagues, 
may have similar areas of improvement that influence their level of self-efficacy as 
mentors. That is, although mentor teachers who perceive themselves as expert guides 
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may have higher self-efficacy beliefs than mentor teachers who perceive themselves as 
colleagues; their perceived mentor role may not be associated with the level of self-
efficacy for different content areas because of the type of instructional situation or the 
type of students (e.g., regular English speaking students, bilingual students, special 
education students) that the teacher instructs (Ross et al., 1996). This finding suggests 
that some sources of self-efficacy beliefs and elements in the environment do impact 
mentor teacher’s perceptions of their capabilities to effectively instruct their mentees 
particularly in social justice and teacher leadership content areas as well as their level of 
self-efficacy.  
Therefore, the demographic analysis has revealed how mentor teachers’ human 
functioning is a product of personal, behavioral and environmental factors (Bandura, 
1986). This triadic interaction is identified as reciprocal determinism by Albert Bandura 
(1986). The key element is how self-efficacy as a personal factor, and professional 
development training as an environmental factor may have influenced how mentor 
teachers’ perceived themselves as expert guides or colleagues and their performance in 
teacher leadership, social justice and self-efficacy constructs. These findings have 
revealed why teacher leadership, social justice and self-efficacy should be examined 
concurrently, because as multidimensional concepts they have revealed mentor teachers’ 
areas of improvement that should be addressed in order for mentor teachers to be 
competent as they provide invaluable knowledge to their mentees in the daily operations 





Teacher Leadership: Mentor Teachers  
Demographic analysis. Results from the demographic analysis research question 
(What are the teacher leadership characteristics of mentor teachers as they mentor in-
service teachers?) revealed that most of the mentor teachers (Sarah, Anastasia, Alice, and 
Annie) appear to have teacher leadership characteristics as they indicated they were 
considerably or very effective in working with their mentees in various areas of teacher 
leadership (see Table 3 in chapter 4). Conversely, when evaluating the mean scores for 
the teacher leadership construct, Nancy had the lowest mean score (M = 4.56) in teacher 
leadership; whereas most of the teachers had means at or above 4.7 (see Table 3 in 
chapter 4). It is not clear why Nancy, had a lower mean score for teacher leadership as 
she had the highest number of years (i.e., 27 years) in the teaching profession. Therefore, 
these findings revealed that number of years in the teaching profession is not necessarily 
associated with mentor teachers’ perceived effectiveness in teacher leadership.  For 
instance, Nancy had the highest number of years (i.e., 27 years) in the teaching 
profession, but had the lowest mean score (M = 4.56) in teacher leadership. On the other 
hand, Alice had the fewest years in the teaching profession, but had the second highest 
mean score (M = 4.78) in teacher leadership. 
 These findings do concur with prior research. They have revealed that each 
teacher has the potential to be a teacher leader even though they may not have a 
substantial number of years in the teaching profession. The key is ensuring that mentor 
teachers are in an educational environment that evokes leadership from all educators 
(Lambert, 2003). Thus, the findings suggest additional research is needed to investigate 
why some mentor teachers with over twenty years in the teaching profession have lower 
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scores on the teacher leadership construct as compared to teachers with less than ten 
years in the teaching profession.   
Embedded case study analysis. Results from the embedded case study analysis 
research question (How do mentor teachers view themselves as teacher leaders as they 
mentor in-service teachers?) revealed that most of the mentor teachers viewed themselves 
as effective teacher leaders particularly for teaching expertise and leadership skills. 
Further, most of the mentors may need further professional development training in 
coaching skills, whereas some may need professional development training in 
relationship skills. These findings do concur with Killion and Harrison’s (2006) work that 
teaching expertise, leadership skills, coaching skills, and relationship skills are important 
characteristics of teacher leaders. However, mentor teachers were more effective in 
teaching expertise and leadership skills, than in coaching and relationship skills. This 
finding suggests that mentor teachers may require additional training in teacher 
leadership particularly in enhancing their coaching and relationship skills. Effective 
coaching skills and relationship skills are important teacher leadership attributes for 
mentor teachers, because they teach and guide mentors how to address the professional 
development needs of their mentees as they overcome different challenges in the teaching 
profession (Achinstein & Athanases, 2006). 
Social Justice: Mentor Teachers 
 Descriptive analysis. Findings from the demographic analysis research question 
(What are the social justice attributes that mentor teachers demonstrate as they mentor in-
service teachers?) revealed that the five mentor teachers demonstrated different types of 
social justice attributes, and they varied in their perceived effectiveness in social justice 
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(see Table 4 in chapter 4). For instance, Sarah, Alice, and Annie had high individual 
scores and means as compared to Nancy and Anastasia (see Table 4 in Chapter 4). 
Further, among the five mentor teachers, Alice had the highest mean in social justice   
(M = 4.67), whereas Nancy had the lowest mean (M = 3.67). This finding is thought 
provoking because Alice was a second year mentor teacher and she had seven years in 
teaching experience (see Table 2 in chapter 4). Conversely, the other teachers were third 
year mentor teachers and they had over ten years in teaching experience (see Table 2).  
This result suggests that the number of years in teaching experience and number 
of years as a mentor teacher do not appear to be associated with mentor teachers’ 
perceptions of their effectiveness in social justice. These findings contribute to future 
research that it is important to assess other factors (e.g., educational policies, school 
curriculum) including teaching experience and years in mentoring program in order to 
understand why specific mentors may have higher levels of effectiveness in social justice 
than others. Moreover, it is also important to understand what factors can enhance mentor 
teachers’ effectiveness in social justice. Possibly, the mentors may have encountered 
challenges while teaching their mentees (i.e., early career teachers) how to be socially 
just educators, and these challenges affected their perceived level of effectiveness in 
social justice. Some early career teachers may not understand that social justice is a 
fundamental component in teaching because they lack cultural competence and 
background knowledge about how the life realities of their students’ lives are associated 
with student academic performance and may influence their instructional and classroom 
management strategies (Greenfield, 2013).  It is not clear what factors influenced mentor 
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teachers’ effectiveness in social justice. Future research should examine what factors 
influence mentor teachers’ effectiveness in social justice.  
 Results also revealed that none of the mentor teachers indicated they were very 
effective in “helping their mentees to identify bias in curriculum” (item SJ 3) and 
“working with special populations” (item SJ 6). This result suggests that mentor teachers 
may need further support in teaching their mentees how social justice affects teaching 
and learning, predominantly how learning to identify bias in the curriculum and 
effectively working with students from special populations, may enhance student 
academic performance and teacher effectiveness (Nieto, 2004). Overall, descriptive 
analysis findings imply that future research should examine what factors enhance and 
hinder mentor teachers’ effectiveness in social justice. 
Embedded multiple case study analysis. Findings from the embedded multiple 
case study analysis revealed similar findings with descriptive analysis. That is, mentor 
teachers require professional development training for item SJ 3 (helping their mentees 
identify bias within curriculum) and SJ 6 (working with special populations). Thus, 
findings from both types of analyses suggest that there is a need to examine whether 
social justice is included in school curriculums, teacher preparation programs and 
professional development training; and how social justice is presented and articulated to 
teachers. Because these findings have implied that the nature of teacher preparation 
programs and school curriculums that were used to train mentor teachers when they were 
teacher education students and early career teachers, may have influenced mentor 
teachers’ effectiveness in social justice as they worked with their mentees. 
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Overall, the key message from these findings is that there is a crucial need to enhance 
mentor teachers’ effectiveness in social justice so that they can challenge unjust 
educational systems that have traditionally marginalized some students and teachers 
(Adams et al., 2007). In turn, mentor teachers may acquire the knowledge to bridge the 
achievement, ethnic and social economic gaps that affect students’ academic 
performance. 
Self-Efficacy: Mentor Teachers 
For the descriptive analysis research question (What are the mentor teachers’ 
levels of self-efficacy as they mentor in-service teachers?) results revealed that most of 
the mentor teachers perceived they had average to high levels of self-efficacy. In 
particular, mentor teachers demonstrated their highest levels of self-efficacy in 
“observing and discussing their mentees’ teaching” (item SE 1) and in “documenting 
mentees’ work (e.g. collaborative assessment logs)” (item SE 3). This finding implies 
that mentor teachers had mastered the pedagogical skills that are paramount in assessing 
mentees’ teaching skills and other pedagogical tasks. Therefore, we can suggest that 
mastery experience—the most significant source of self-efficacy beliefs, positively 
influenced the way mentor teachers interpreted their personal teacher self-efficacy as they 
believed they were very effective in evaluating their mentees teaching abilities and other 
educational tasks (Goodard et al., 2004). However, as this is a small sample, further 
research should investigate whether this finding is generalizable to all mentor teachers. 
  Results also revealed noteworthy information. That is, 80% of the mentor teachers 
perceived themselves as very effective in “assisting their mentees in using technology in 
their teaching” (item SE 4), whereas 40% of the mentor teachers viewed themselves as 
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very effective in “assisting their mentees in using technology outside their classroom 
context for educational purposes” (item SE 5). As this finding is similar to the one found 
in embedded multiple case study analysis, the succeeding section explains this finding 
using the results from both descriptive and embedded multiple case study analyses.  
Technology and mentor teachers’ levels of self-efficacy. Both descriptive and 
embedded multiple case study analyses revealed that 80% of the mentor teachers 
indicated they were very effective in “assisting their mentees in using technology in their 
teaching” (item SE 4), whereas 40% of the mentor teachers indicated they were 
considerably effective in “assisting their mentees in using technology outside their 
classroom for educational purposes (item SE 5) (see Tables 5 and 14 in chapter 4). Thus, 
we can conclude that most of the mentor teachers had higher levels of self-efficacy for 
item SE 4 than SE 5. This finding concurs with Bandura’s (1977, 1997) work that argues 
self-efficacy should be understood and examined as a multidimensional construct because 
it varies based on the domain (academic, social, personal) and also on the environment 
(work, school, home).  
 The difference in levels of self-efficacy between items SE 4 and SE 5 is possibly 
because in item SE 4, mentor teachers are assisting their mentees to use technology in 
their teaching. Teaching is an area of expertise for the mentor teachers as the study’s 
findings revealed in the teacher leadership theme, where all the mentors indicated they 
were very effective in teaching expertise (see Table 12 in chapter 4). Teaching expertise 
included the following criteria: Helping to deliver standards based instruction             
(item TL 5), providing resources and material (item TL 6) and lesson planning          
(item TL 7). In view of these findings, that is why 80% of the mentor teachers indicated 
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they were very effective in “assisting their mentees in using technology in their teaching” 
(item SE 4). On the other hand, only 40% indicated they were very effective in “assisting 
their mentees to use technology outside classroom contexts for educational purposes” 
(item SE 5), possibly because the use of technology for this item was outside the 
academic and pedagogical domain for mentor teachers.  
This finding suggests that future research should examine the relationship 
between mentor teachers’ level self-efficacy and use of technology particularly outside 
the classroom contexts for educational purposes. Especially since mentor teachers may be 
comfortable using technology to check emails, for PowerPoint presentations in 
conferences, and for online courses. Therefore, it would be essential to understand the 
challenges that mentor teachers are encountering with technology. Possibly, other factors 
(e.g., school curriculum) may be identified that influence mentor teachers’ level of self-
efficacy with use of technology outside of classroom contexts for educational purposes.  
Embedded multiple case study analysis. For the embedded multiple case study 
analysis research question (How do mentor teachers describe their levels of self-efficacy 
as they mentor in-service teachers?) results revealed that the five mentors had the highest 
level of self-efficacy in the mentee evaluation sub-theme. Conversely, the five mentors 
demonstrate low levels of self-efficacy in mentor teacher self-efficacy in student 
engagement sub-theme and mentor teacher self-efficacy in instruction sub-theme. Self-
efficacy in student engagement and instruction are important areas of self-efficacy that all 
teachers including mentor teachers should demonstrate high levels of self-efficacy. These 
areas of self-efficacy predominantly influence student and teacher interaction, which in 
turn influences student academic performance (Tschannen-Moran & Woolfolk Hoy, 
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2001). For this study, the focus is the interaction between mentor teachers and their 
mentees. Thus, it is important for mentor teachers to develop high self-efficacy in student 
engagement and instruction while working with their mentees, because it may influence 
how their mentees enhance the academic performance of their students.  
Importantly, mentor teachers’ level of effectiveness in “working with English 
language learners” (item SE 6) in the mentor teacher self-efficacy student engagement 
sub-theme, is of critical concern because none of the mentor teachers believed they were 
very effective, rather they believed they were considerably or somewhat effective. This is 
an important finding, because an increasing number of students in our educational 
systems are bilingual or English Language Learners. According to National Center for 
Education Statistics (NCES), for the school year 2011-2012, 4.4 million students in the 
United States public schools were ELL students (U.S. Department of Education, NCES, 
2014). Therefore, it is critical for mentor teachers to enhance their self-efficacy in 
working with English Language Learners (ELL students) because these students are 
important catalysts for educational change. That is, students’ abilities to speak more than 
one language reflect why differentiated teaching strategies are important for student 
academic performance and academic equity. For this situation, the differentiated teaching 
strategies may advocate for students to have educational opportunities to learn 
educational material using their native tongue. In turn, if the students successfully master 
the educational material through their native language, they may be able to successfully 
master the educational knowledge in the English language as well.  
Realistically, our native tongue helps us define and understand who we are as 
humans and our level of capabilities. With this perspective, when students are required to 
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overlook their native language as an important educational tool for academic success, 
students’ academic performance may be adversely affected, because language is part of 
who they are as individuals and part of what it means to be human (Castagno & Brayboy, 
2008). To be human is to actively participate in the learning process, which generates the 
capabilities to construct meaningful knowledge about the world that empower us to act 
purposefully (Lambert, 2003). Language is one of the tools that help us understand our 
world, it is part of our identity, and it greatly influences our academic identity. Thus, it is 
vital, for mentor teachers (and all educators) to enhance their self-efficacy in working 
with English Language Learners, because it may indirectly influence diverse students’ 
academic performance. With this line of reasoning, future research may investigate what 
factors influence mentor teachers’ levels of self-efficacy in teaching their mentees how to 
effectively work with English language learners. Further, future research may examine 
what factors may impact mentor teachers’ level of self-efficacy in student engagement 
and instruction, while working with their mentees.  
Comparison of Mentor Teachers: Teacher Leadership, Social Justice, and Self-
Efficacy 
Descriptive analysis. For the descriptive analysis research question (How do 
mentor teachers compare on their teacher leadership characteristics, social justice 
attributes and level of self-efficacy?) results revealed that the five mentor teachers 
believed their greatest level of effectiveness as mentor teachers was in teacher leadership 
(M = 4.75). Their second highest level of effectiveness was in self-efficacy (M = 4.53). 
Conversely, they had the lowest average mean for social justice (M = 4.07). Moreover, 
their levels of effectiveness vary substantially in the social justice construct as this 
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construct had the highest average standard deviation (.38) in comparison to the teacher 
leadership construct (.12) and self-efficacy construct (.17) (see Table 6 in chapter 4).  
Further, when the three constructs were compared, the greatest meaningful mean 
difference between the five mentor teachers was between social justice and teacher 
leadership (g = -1.963), followed by social justice and self-efficacy (g = -1.393) and 
lastly teacher leadership and self-efficacy (g = 1.329) had the lowest meaningful 
difference, but a positive effect size. 
These findings suggest that the five mentor teachers believed they were effective 
teacher leaders with high levels of self-efficacy. However, they appear to need further 
professional development in social justice. It is great to see that the five mentor teachers 
are confident in their abilities to be effective mentor teacher leaders, but why do they 
perceive themselves as less effective in social justice? What factors are hindering their 
effectiveness in social justice? Although it is not clear, social justice is a fundamental 
attribute for mentor teachers because it instills the commitment to be socially just, fair 
and equal to all, enhancing equity across diverse social identity groups (ethnicity/race, 
socioeconomic class, gender and academic ability); and challenging unjust educational 
practices that have generated continuous patterns of inequalities in educational 
opportunities and academic achievement among some students (Adams et al., 2007; 
Achinstein & Athanases, 2006). With this perspective, future research should investigate 
factors that influence mentor teachers’ level of effectiveness in social justice because they 
are the pioneers of educational change with the responsibility of supporting early career 
teachers to be exemplary agents of socialization in educational contexts.   
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Expert guides and colleagues mentor teachers. The mean comparison across the 
three constructs, revealed mean differences in two categories—expert guides and 
colleagues. Findings revealed that mentor teachers who believed their mentees viewed 
them as expert guides had higher individual means for social justice and self-efficacy 
constructs in comparison to mentor teachers who believed their mentees viewed them as 
colleagues (see Table 10 in Chapter 4). However, for the teacher leadership construct, 
there was not a substantial difference in individual means between colleagues and expert 
guides.  Hedge’s g effect size was calculated to assess the meaningfulness of the mean 
difference between mentor teachers who believed they were considered by their mentees 
as expert guides verses the mentor teachers who believed they were considered as 
colleagues. Findings revealed that the self-efficacy construct (g = -1.112) had the greatest 
g effect size, in comparison to teacher leadership (g = -.904) and social justice (g = -.771) 
constructs (see Table 11 in chapter 4). 
These results suggest that mentor teachers’ perceived effectiveness in social 
justice and self-efficacy may have impacted their perceived mentor teacher roles. These 
results inform future literature on mentor teachers that perceived mentor roles might 
influence mentor teachers’ effectiveness in different mentoring areas. As this sample is 
small (N = 5) to be generalized to all mentor teachers, future research should investigate 
whether these findings are consistent or different with a larger sample of mentor teachers, 
when examining their effectiveness in teacher leadership, social justice and self-efficacy. 
Additionally, future research may examine why some mentor teachers perceive their 
mentor role as expert guide whereas others perceive their mentor role as colleague. That 
is, what type of interaction with different elements in teacher preparation, teaching 
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experience and mentor training is influencing mentor teachers’ perceptions to view 
themselves as either expert guides or colleagues? 
 Embedded multiple case study analysis. For the embedded multiple case study 
analysis research question (How do mentor teachers compare across the three themes—
teacher leadership, social justice and self-efficacy?) results were similar to descriptive 
analysis findings because they revealed that mentor teachers areas of strength appeared to 
be primarily in teacher leadership and self-efficacy. Further, social justice appeared to be 
a fundamental area of improvement for most of the mentor teachers. Nonetheless, the in-
depth embedded multiple case study analysis, revealed new results that were not evident 
in descriptive analysis. The results revealed that there are some areas of improvement 
within teacher leadership and self-efficacy. For teacher leadership, mentor teachers 
appear to need additional professional developmental training in coaching and 
relationship skills; whereas for self-efficacy, mentor teachers appear to need further 
professional development training in self-efficacy for student engagement, instruction, 
and use of technology outside the classroom context for educational purposes. 
 These results do concur with prior research, because they do demonstrate that the 
five mentor teachers do have the qualities of effective teacher leaders (e.g., teaching 
expertise, leadership skills) and average to high levels of self-efficacy (Killion & 
Harrison, 2006; Tschannen-Moran & Woolfolk Hoy, 2001). Nevertheless, these results 
have enlightened us by demonstrating that social justice is an educational construct that is 
an area of improvement for mentor teachers. In addition, it is important to understand 
whether it is the theoretical or practical understanding of social justice that mentor 
teachers are experiencing difficulty while they work with their mentees. Further, as this is 
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a small sample, results may not be generalizable to large samples. With this perspective, 
future research may examine whether social justice is an area of improvement for all 
mentor teachers and what areas (theoretical or practical) of social justice do mentor 
teachers require further support.  
Limitations 
 The study’s greatest limitation is sample size. The sample size was small (N = 5), 
which limited the ability to use empirical statistical analysis such as multiple regression 
or analysis of variance (ANOVA), to examine correlations and group differences across 
constructs (teacher leadership, social justice, and self-efficacy). A sample size of 100 or 
more is preferred for these types of analyses. In addition, the sample size prevented the 
ability to test for significance therefore the researcher could not report significant 
differences in means across teacher leadership, social justice and self-efficacy. Thus, the 
researcher used corrected Hedge’s g effect size, which corrects for small sample size, and 
instead reported the meaningfulness of the mean differences across the three constructs. 
Further, the small sample size limited the researcher in examining ethnic differences 
between African American and Caucasian mentor teachers across the three constructs. 
However, despite the small sample, the researcher was able to conduct an in-depth 
analysis by using embedded multiple case study analysis. For this analysis, each 
participant was examined as a case study.  
The second limitation was lack of gender differences. The participants were 
female, therefore the study could not examine gender differences across the three 
constructs (teacher leadership, social justice, and self-efficacy). The last limitation was 
scarcity of research on mentor teachers’ self-efficacy beliefs. Although the study revealed 
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that mentor teachers have average to high levels of self-efficacy beliefs, there was no 
prior work to support or refute the study’s findings. Therefore, though the findings 
suggest that mentor teachers are highly efficacious individuals, future research should 
examine mentor teachers’ self-efficacy beliefs particularly how they vary in teacher 
leadership, social justice, and self-efficacy. 
Future Directions 
 The study’s findings raised several questions that may direct future research. One 
of the most thought provoking findings revealed that number of years in the teaching 
profession may not be a predominant factor in mentor teachers’ effectiveness in teacher 
leadership and social justice. For instance, Nancy who had the highest number of years in 
teaching experience (27 years) among the five mentor teachers had the lowest mean 
scores in teacher leadership (M = 4.56) and social justice (M = 3.67). Conversely, Alice 
who had the least number of years in teaching experience (7 years) among the five 
mentor teachers had the highest mean score in social justice (M = 4.67) and the second 
highest score in teacher leadership (M = 4.78). It is not clear, why Nancy who had 27 
years of teaching experience had the lowest mean scores in teacher leadership and social 
justice. Thus, future research may examine how the nature of teaching experience, rather 
than years of teaching experience influence mentor teachers’ effectiveness in teacher 
leadership and social justice. In addition, as this sample was small, future research may 
also include mentor teachers’ effectiveness in self-efficacy in this investigation.  
Within the same investigation, future research may also examine whether 
educational policies and school curricula may influence mentor teachers’ effectiveness in 
teacher leadership, social justice, and self-efficacy. Educational policies and school 
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curriculums impact the type of knowledge that is imparted during teacher preparation 
programs, teacher induction programs and professional development training. Therefore, 
it is important to investigate the nature of knowledge that is shared in relation to how it 
influences mentor teachers’ effectiveness in teacher leadership, social justice, and self-
efficacy. 
 Findings revealed that mentor teachers’ perceived effectiveness in social justice 
and self-efficacy was associated with mentor teachers’ perceived mentor role (colleague 
or expert guide). That is, mentor teachers who had higher individual mean scores in 
social justice and self-efficacy perceived themselves as expert guides. On the other hand, 
mentor teachers who had lower individual mean scores in social justice and self-efficacy 
perceived themselves as colleagues. Results seem to suggest that mentor teachers’ self-
efficacy beliefs, understanding of mentoring language, vicarious experience during 
mentor teacher training, may have influenced their perceptions to identifying themselves 
as either expert guides or colleagues. Moreover, as this empirical investigation did not 
specifically examine these factors, future research may assess what factors and 
experiences influence mentor teachers’ perceptions of their mentor role during the 
mentoring program. Furthermore, as definitions were not offered for colleagues and 
expert guides, future research may investigate whether mentor teachers would score 
differently on self-efficacy, social justice and teacher leadership if definitions were 
offered for colleagues and expert guides. Lastly, future research may examine the 
meanings and practical implications associated with mentor teachers who believe they are 
expert guides or colleagues in terms of how they impart knowledge on teacher leadership, 
social justice and self-efficacy to their mentees. 
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To conclude, further research is needed to assess and provide insight regarding 
how these constructs relate to student outcomes for the students enrolled in the 
classrooms of teachers who were mentored by the five mentor teachers. For instance, if a 
mentor teacher had high individual mean scores on social justice, do her mentees’ 
students perform well academically particularly on social justice issues? What about a 
mentor teacher who had high individual mean scores for all three constructs? What are 
the academic attributes of her mentees’ students? Do the students have (a) high self-
efficacy beliefs, (b) mastery approach academic goals, (c) active participants in the 
learning process, and (d) confident to stand-up for justice in school contexts and in their 
own communities?  
The diverse areas of future direction may enlighten us, regarding the strengths and 
areas of improvement for mentor teachers especially in teacher leadership, social justice 
and self-efficacy. Further, these areas of research may recommend other factors to be 
critically considered in addition to number of years in the teaching profession when 
evaluating the perceived level of effectiveness of a mentor. Finally, as the study’s 
findings did reveal that teacher leadership, social justice and self-efficacy are important 
educational constructs for mentor teacher effectiveness, what type of professional 
development training should be developed that prepares mentor teachers to be effective in 
all three educational constructs? The study provided an empirical base for investigating 
the nature of effectiveness for mentor teachers in teacher leadership, social justice and 





Conclusion and Implications 
Educational researchers, policy makers and leaders have been diligently 
investigating the best pedagogical practices that can enhance academic performance for 
all students in order to effectively address the myriad academic needs from diverse 
student ethnic groups, eliminate the achievement gap among students from different 
cultural groups and socio-economic groups, and diminish teacher attrition. However, 
despite these diligent efforts to bring about academic equity and success, a number of 
practices have continued. They include: academic injustice, student achievement gaps 
particularly among under-resourced students and students from ethnic groups that have 
been historically marginalized, and teacher attrition. Is it possible to suggest that if 
mentor teachers were included as active teacher leaders for these educational reform 
efforts, there would be a solution to the continuous recurring problems (i.e., academic 
injustice, low academic performance among under-resourced students and teacher 
attrition)? Mentor teachers are some of the salient educational pioneers who are at the 
forefront in the daily operations of schools and the vital functions of teaching and 
learning (Grary & Bishop, 2009; York-Barr & Duke, 2004). Thus, including them as 
active leaders for educational improvement may provide insight and knowledge that 
contribute to finding viable solutions that can address the academic and professional 
needs of our students and teachers. 
With this line of reasoning, this study examined mentor teachers’ attributes and 
perspectives in teacher leadership, social justice and self-efficacy. These three 
educational constructs were selected to guide the empirical investigation because as 
multidimensional concepts they can facilitate educators to (a) develop school 
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curriculums, (b) instructional and classroom management strategies, and (c) professional 
and student teacher education training—that use student diversity to inform and 
transform pedagogical practices to be fair and just so that all students can achieve 
academic success. Further, these constructs will help acknowledge that social justice is a 
vital educational principle that all mentor teachers, teachers and educational 
administrators should understand and practice in the day-to-day functions of teaching and 
learning (York-Barr & Duke, 2004). Additionally, these constructs may facilitate in the 
creation or transformation of educational systems that evoke leadership and high self-
efficacy beliefs from mentor teachers and novice teachers.   
The study’s results revealed that while the five mentor teachers worked with their 
mentees (i.e., early career in-service teachers), it appeared that their areas of strength are 
in teacher leadership and self-efficacy, while their primary area of improvement needed 
is social justice. Nevertheless, the findings also revealed that mentor teachers do have 
some areas of improvement in teacher leadership and self-efficacy. For teacher 
leadership, mentor teachers appear to require further support in coaching skills and 
relationship skills. For coaching skills, mentor teachers appear to require support in terms 
of providing support to their mentees for subject matter knowledge and also emotional 
support. For relationship skills, mentors require support in teaching their mentees how to 
work effectively with parents and administrators. For self-efficacy, mentor teachers 
require additional support in student engagement, instruction and use of technology 
outside the classroom context for educational purposes. These results imply that mentor 
teachers may have had the opportunity to operate and function as teacher leaders in their 
own mentoring communities. Nonetheless, these findings suggest that mentor teachers 
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still require further professional development training and opportunities to serve as 
teacher leaders in different educational communities so that they can improve their 
capabilities in coaching skills, relationship skills, self-efficacy in student engagement, 
self-efficacy in instruction, and self-efficacy in the use of technology outside classroom 
contexts for educational purposes. 
Additionally, the findings suggest that it is crucial for mentors to enhance their 
effectiveness in social justice. Especially in understanding how social justice can be a 
facilitating force in challenging unjust pedagogical practices in educational contexts. 
Thus, these findings are critical because our educational system is composed of diverse 
students from different ethnic and socio-economic groups, who bring with them strengths 
and knowledge that can contribute to their own educational success. In turn, student 
intellectual abilities and diversity may provide enlightening professional growth 
opportunities for educators to create pedagogical strategies that can justly support and 
enhance students’ academic performance. With this understanding, social justice is an 
important key to ensuring that there is academic equity and success for all students. 
Therefore, it is essential for mentor teachers to enhance their effectiveness in social 
justice as they work with their mentees; so that when their mentees return to continue 
their pursuit as agents of socialization in academic contexts, they are competent and 
highly efficacious in effectively addressing students’ diverse needs resulting in 
continuous increase in student academic success. 
Theoretically, these findings have demonstrated how the reciprocal determinism 
concept may help us understand the different levels of effectiveness in teacher leadership, 
social justice and self-efficacy. Reciprocal determinism is a concept that was developed 
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by Albert Bandura (1986) that is grounded in social cognitive theory. Reciprocal 
determinism describes human functioning as a triadic interaction among (a) personal 
factors (cognition, beliefs, and motivation), (b) behavior, and (c) environmental factors. 
Reciprocal determinism is associated with self-efficacy theory, which was the theoretical 
framework for this study, because self-efficacy is a personal factor that impacts an 
individual’s behavior and the way he or she interacts with the environment as he or she 
achieves a goal or carries out a task.  For this study, personal factors are mentor teachers’ 
self-efficacy beliefs, and their perceived effectiveness in teacher leadership, social justice 
and self-efficacy. Behavior is how the mentor’s rated their level of effectiveness in 
teacher leadership, social justice, and self-efficacy. Environmental factors include the (a) 
professional development training, (b) teacher education training during undergraduate 
and graduate education, (c) teaching experience, and (d) educational resources, that the 
participants had prior to becoming mentor teachers. 
To illustrate, how reciprocal determinism functioned as a theoretical implication 
in this study, let us look at Nancy from a case study perspective. Nancy had the lowest 
scores in the social justice construct. Reciprocal determinism may posit that environment 
factors influenced her personal factors, which in turn influenced her behavior to rate 
herself as a slightly effective mentor teacher in social justice. The following section 
highlights a possibility of how we can use reciprocal determinism to form a rationale of 
factors that may have contributed to Nancy’s low level of effectiveness in social justice. 
Reciprocal determinism scenario. Nancy may not have had social justice 
professional development training during her teacher education training or mentor 
training. The different places she could have received the training represent the 
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environment. Lack of social justice training may have impacted her personal factors, 
particularly her self-efficacy beliefs. It appears that Nancy may have developed low self-
efficacy beliefs in social justice, because she had the lowest mean score in the social 
justice construct. Thus, her low self-efficacy beliefs impacted her behavior as a mentor 
teacher, and possibly that is why she believed she was slightly effective in social justice 
while mentoring her mentees. This reciprocal determinism scenario implies that the 
knowledge imparted in the educational environment through teacher preparation 
programs and professional development training should be prudently administered and 
applied because it is vital to the success of mentor teachers.  
From a practical perspective, can we conclude that the knowledge acquired from 
these results suggest that teacher leadership, social justice, and self-efficacy should be 
critically emphasized in our teacher education programs; in order to help us address or 
guide us in a direction to address the recurring problems (teacher attrition, academic 
inequity, enormous student achievement gap across diverse socio-economic and ethnic 
groups) in the educational sector (NCES, 2010; NCTAF, 2008)? I believe we can, 
because these results have not only informed us of critical areas of educational 
improvement, but they have also enlightened us of the fundamental role and 
accountability that mentor teachers have in indirectly enhancing student academic 
performance, by training early career teachers to be effective educational pioneers in the 
classroom context and in their own professional communities. The overarching 
conclusion from this empirical investigation is teacher leadership, social justice and self-
efficacy are salient educational constructs that if effectively applied in our educational 
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communities, have the potential to generate exemplary pedagogical practices among 
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